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Abstract
Voices from the Islands: Culturally Responsive Pedagogical Practice and Reflections in
Pacific Rim World History
By Kenneth Roundy
When considering successful teaching strategies in the context of modern social studies
classrooms, it becomes imperative to consider the weight and responsibility of balancing the
socio-cultural needs and knowledge of our students with voices and perspectives often left out of
our collective understanding of the past. In this brief project, I endeavored to explore the
potential of using culturally responsive pedagogical teaching and learning strategies during my
student teaching placement in a 9th through 12th grade world history classroom in an alternative
education environment. Throughout the targeted 6 week term that this project centered on, I
employed varied CRP strategies and recorded my observations, student input, and professional
feedback from my mentor teacher and university supervisor.
My research focus for this project sought to analyze the possible benefits and difficulties
associated with teaching strategies like CRP in the context of social studies instruction
specifically designed with culturally diverse voices, context, and perspectives in mind. While
this would present potential challenges for my students given their traditional academic
experiences, my focus on CRP strategies would also actively incorporate their perspectives and
experiential knowledge to help shape our shared class content and connect more meaningfully
with voices from the past.
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Chapter 1

INTRODUCTION
Foundational Framework for Collaborative Learning
My views on education have only become more fluid and complex over the course of
this program. Static understandings of learning focused on rigid structure provide an inflexibility
that can only be a hindrance in today’s modern public school. That being said, my own
educational philosophy encompasses an eclectic collection of teaching strategies and practices
informed by what I consider to be a diversity-driven classroom that emphasizes cooperation and
collaboration. With our current education system grappling with this rapidly changing student
body and its growing needs, I believe that the cultivation of a diverse set of informed tools and
theories will allow me to best serve my students and the broader community. Throughout my
own academic experiences, teaching has always and will remain a partnership in which learning
is achieved through the collaborative efforts of both teacher and student, whose perspectives
intermingle and challenge each other to create more comprehensive understanding. Both teacher
and student learn alongside each other and from one another. My conviction in this is echoed in
the writings of Paulo Freire, where he rightly insists that when discussing teaching and learning,
“one requires the other,” and vice versa (Freire, 1968, p. 31). Therefore, today’s education
system must be realigned toward this partnership, and a broader collaboration between all those
invested in it, through a re-examination of teaching philosophies that cultivate this learning
relationship.
Such a position places my personal view of my role as a teacher in these challenging
environments in post-structural and ecologically minded views of teaching and learning, both
of which provide a useful alternative to this trend. This view has been further influenced by
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my primary experience working in public education at an alternative high school focused on
credit recovery for at-risk students. In this setting, the deficiencies in our current education
system are laid bare when working with students left behind by academic and curricular
standards that struggle to adapt to learners with increasingly diverse needs. A pedagogical
practice and philosophy rooted in countering these trends and magnifying best practices for
empowering students to thrive is the critical focus of my efforts as a future teacher.
Post-structural teaching theory provides an important framework to enact these vital
practices to engage students and equip them with knowledge to allow for “critical examinations
of the conventions that frame their experience and into similarly critical examinations of their
own complicity in those conventions” (Davis, 2004, p. 142). I do not suggest creating discord
and resentment toward the current system, but rather mindful reflection among those most
impacted by it. This necessarily goes together with a critical examination of the socioeconomic
and cultural factors that underpin this system, a reality that I as the teacher must recognize
given how these factors influence my students’ lives.
It cannot be understated how these realities impact our students and shape the
understandings that they bring to the classroom. For teachers it is important to recognize this
knowledge and the value inherent within it. Culturally relevant and sustaining pedagogical
practices provide our students with critical avenues for applying their experiential understanding
in the classroom learning community, contributing to the creation of new knowledge
connections and understanding far more meaningful than traditional content delivery methods.
While prioritizing student knowledge and engagement, I find that CRP rightly situates the
voices and perspectives of those often hidden by the more dominant figures of our public
education curriculum. Critical teaching theories like this help to provide a more complete
picture of how we as aspiring educators can provide a space for our students to learn, grow, and
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challenge traditional conventions that have often shaped their lived experiences both in and
outside of the classroom. It is these lived realities that equally benefit us, their teachers, in
understanding their needs and providing them with curriculum that best reflects these needs. As
Freire (1968) argues in his Pedagogy of Freedom, this mutual respect and acknowledgment is
foundational in grounding our teaching and learning in students’ lived realities, of which there is
much for us to learn (Freire, 1968, pp. 36-37). While advocating for students to express their
lived truths, to utilize their voices in the classroom, it must be understood that one teaching
theory is not enough to make this a reality. Combining elements of post-structural and critical
teaching philosophy with holistic focused strategies within ecological discourses provides the
clearest path toward a learning environment that engages all learners.
I must admit that when considering ecological discourses, I could not separate the
principles of teaching as a conversation from the post-structural idea of teaching as advocating
and “giving voice” (Davis, 2004, pp. 143, 177). Teaching is inherently a cooperative process
between myself and my students, and thus must be facilitated through meaningful, adaptive
conversation. This reality draws me toward ecological discourses due to the focus on its
“responsiveness to what is appropriate here and now” rather than what might be expected in a
static pedagogical practice (Davis, 2004, p. 176). Our students are capable of real insight and
inquiry if we only stop for a moment to listen. The real, daily challenges that shape their
experiences outside of school offer us unique opportunities to address current issues that impact
our broader, shared communities and relate them to our instructional materials. Coinciding with
this, and equally important, is the trend in ecological discourses toward ethically grounded
action that responds to current needs and issues in educational spaces with or without
“[conscious mediation]” (Davis, 2004, p. 174). The importance of this flexibility and the
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prominence of adaptive teaching and learning strategies within this teaching philosophy are
what make it ideal for today’s public school. For myself, engaging with students in “mindful
participation” where we allow our collective understandings to inform each other and expand
our mental capabilities is a vital practice that I intend to promote in every class I teach (Davis,
2004, pp. 176-177).
It becomes apparent that the philosophies and ideologies I most connect with lend
themselves to more cooperative styles of learning that seek to incorporate every student in the
classroom while recognizing the unique perspective each of them brings every day to school.
Cooperative learning strategies within a sociocultural lens of learning best coordinate these
different teaching philosophies into more tangible practices within the classroom. These
practices avoid the tendency of static teaching to remain primarily top-down in its orientation
where the teacher exerts considerable, singular direction over students who are intended to
absorb or collect whatever information that the teacher deems as important. Instead, learning
becomes a communal, collective responsibility of the class and more specifically of the smaller
“base groups” that the teacher and students develop at the beginning of a term (Ormrod, 2016,
p. 334). I find it important for students to learn together, and these small groups promote the
most active engagement between students of varying capabilities, different backgrounds and
different academic experiences, thus providing a potentially impactful learning environment for
all learners. In guiding these groups, I as the teacher am provided the greatest potential for
learning alongside my students, demonstrating that learning is a life-long process that requires
active involvement and collaboration for meaningful success.
Collaborative teaching and learning must incorporate this combination of intersubjective
and interobjective principles that place student-teacher perspectives and participatory learning at
the heart of a successful classroom. I understand that there remain clear delineations between
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these two theories of education and learning–they are not the same and their differences can
make them not readily compatible. Still, there are methods that can combine the core elements
of both theories for a more successful learning community, as illustrated in my earlier
comparison between post-structuralism and ecological discourses. This is reflected in many
studies that have examined at length the value of “household” or “local” knowledge and its
potential influence in the development of a “participatory pedagogy” that incorporates students
of differing sociocultural and economic backgrounds (Moll et al., 1992, p. 139). In the act of
compiling qualitative research on a school’s surrounding community and then applying said
research to developing a more applicable curriculum for students, we can discern both
intersubjective and interobjective principles at work. This is where I see myself as an educator,
navigating the liminal spaces between the communities I serve and the institutions I will work
within over the course of my time in the profession. Being able to extend ourselves into the
broader community, access the knowledge within it, and combine it with our own perspectives
provides for an adaptable educational space for our rapidly diversifying classrooms.
Adaptability is at the heart of what I view as proactive, productive, and meaningful
education. Teaching as an adaptable practice must consider the experiences of both students and
teachers, legitimizing the growing diversity in public education and placing value in such a
broad spectrum of knowledge. Lisa Delpit (1988) reflects on this at length in “The Silenced
Dialogue,” where her discussion “on the debate over “skills” versus “process” approaches” and
their impacts on diverse student populations notes the significance of developing sound
pedagogical practices and understanding by “identifying and giving voice to alternative world
views” (p. 282). I recognize that my own experience as a multiethnic, second generation,
cisgender man provides me with a perspective necessarily limited by these designations. That is
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not to say I do not see value in these experiences, but that I understand that everyone in the
classroom comes with their own unique collection of knowledge defined by oftentimes
completely different lived experiences. If I were to rely on my experiences alone in shaping
curriculum and assessing student performance, I would be ignoring the voices and perspectives
of my students, many of whom have lived in communities defined by lower incomes, lack of
mobility, and lack of opportunity. This again calls back to my initial assertion that teaching must
be a partnership of learning, with the students and teacher working collaboratively to achieve
learning goals. This cannot succeed if the growing diversity of perspectives in the classroom go
ignored for the sake of reinforcing dominant cultural norms.
Cultural Responsiveness in Curricular Planning
Curriculum that is constructed to emphasize these unique perspectives needs to
maintain a level of cultural relevance for our students (Soltero, 2011). This necessitates our
active involvement in incorporating diverse voices and perspectives throughout the
classroom. This can be aided by adding inclusive literature from a variety of authors of
color or other languages in our school libraries, or by reshaping classic curriculum like 20th
Century U.S. in the Cold War with the focus shifted toward more global aspects of the
conflict from perspectives of overlooked areas throughout the developing world. For my
classroom, these steps for developing a more inclusive learning environment are
inseparable from what I understand to be teaching in the context of our modern, diverse
public schools. This necessarily entails creating a welcoming and inclusive school
environment that supports such practices in each classroom. Schools such as my current
alternative high school have seen an increase in multiethnic and multilingual students over
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the past several years, and this change must be met with encouragement and acceptance
rather than unfounded trepidation or repression (Soltero, 2011, 46). Once again, the need
for flexible, adaptable approaches to teaching and education must be at the forefront of
educational strategies, which is why I place a premium on the theories and philosophies I
have discussed thus far. Inclusive curriculum must also incorporate strategies that
recognize that diversity among learners also involves accessibility for learners at different
levels.
Accessibility and Equity for all Learners
Accessibility for all learners is especially important to me given my background as a
Special Education Assistant working with students, both diagnosed and misdiagnosed, who
need extra support throughout their time in public school. Strategies that I have found most
helpful in serving all students include scaffolding various segments of my class–
assignments, assessments, and other activities–to allow students at any ability level the
potential for success (Ormrod, 2016, 312-313). The clearest way I see this being
implemented in my classrooms is through breaking down traditional assignments into more
manageable sections that cultivate a closer examination of each part of a unit rather than
compiling things into high-stakes projects or examinations. Demonstrating this practice in
my own teaching can also provide students a model for understanding how they can steadily
achieve their goals through paced progression and structured supports (Ormrod, 2016, 128).
I keep returning to this focus on learning alongside my students, recognizing their unique
perspectives, and celebrating the strength in these differences in the classroom to cultivate
what I believe is the most important aspect of my overall philosophy of education: my
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classroom and the schools I work in must be oriented toward developing a cohesive
community of learners.
Cultivating a “sense of community” in public education incorporates all invested parties
seeking to positively impact students (Ormrod, 2016, 339). At a micro-level, teachers have the
potential of developing these “communities of learners” through practices that promote a classwide effort “committed to advancing the collective knowledge, skills, and understanding of all
members” involved (Ormrod, 2016, 340). Teachers and students can often develop this in the
classroom, but it is equally crucial for this to extend to administrators, families, school boards,
and local officials, all of whom share a connection to their local public schools. Leadership at
any school naturally must set the tone for staff and students, and this tone should be primarily
focused on fostering connections through cooperative and collaborative learning. While this can
be a straightforward process within an individual school, I understand that this takes
considerable effort and coordination when considering the multitude of influences on our public
schools more broadly. Individuals serving on school boards and other elected officials hold
perspectives that may not readily benefit from classroom experience or knowledge of current
issues facing schools. This disconnect does not have to define our relationship. The same
community of learners can be developed among these broader actors, all of whom share similar
goals that we can more efficiently achieve together. There is a learning curve when developing
this type of collaboration that requires clear communication from all involved, but given that we
seek to replicate this very environment in our own classrooms, I see no reason not to seek a
similar community of learning throughout our districts.
My views on education have been thoroughly shaped by the many people who have
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helped me get to where I am today. I have always viewed my own journey through public
education as a collective undertaking that many members of my schools and broader
communities have made possible. This, more than any theory or pedagogy, has convinced me of
the value of a philosophy of education centered on cooperative and collaborative learning that
treats all involved as life-long learners on a collective journey for understanding. It is through
this approach that I see the potential for impactful, meaningful change that can uplift all learners.
It is hard to envision this future, given the challenges that we currently contend with. The rapid
escalation of a global pandemic has seen many of our schools close, our students and their
families left with little resources, and ourselves left wondering how we carry on with our
mission to serve our communities. Flexibility, adaptability, and collective efforts are the key to
navigating these turbulent times and overcoming the seemingly insurmountable. They are also
the tools with which to establish a comprehensive education plan moving forward for all schools
and all learners.
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Chapter 2
LITERATURE REVIEW

Purposes and Objectives for the Literature Review
My purpose in this review of the research was to discover how teachers and researchers
have looked at culturally responsive pedagogy in general education and social studies classrooms
in particular. I searched for research on specific applications of culturally responsive pedagogy in
social studies along with evaluations of the potential of this teaching framework for teachers in
training because I am currently working with a rapidly diversifying student population at the
alternative high school that I currently work and student-teach at. I also searched for studies on
the impacts of culturally responsive teaching for English Language Learners because I am being
asked to work with more students every year who are labeled as ELLs, but who have also lacked
considerable support, services, and other necessary considerations throughout their experience in
U.S. public schools.
Procedures for the Literature Review
I selected literature for this review based on several specific criteria. Research on
culturally responsive pedagogy in social studies was included if it contained the following
descriptors: culturally responsive teaching, culturally sustaining pedagogy, social studies for
marginalized students, controversial teaching in social studies, representation, student
knowledge, student cultural background, communal knowledge in the classroom. This search
yielded a narrow selection of thirty five to forty relevant articles to sift through. In order to
narrow my findings and make them more specific to this research project, I then focused my
review efforts on articles that discussed specific instances and implementations of culturally
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responsive teaching strategies and curriculum within the context of social studies classrooms.
From there, I began compiling a selection of articles alongside some broader texts from my time
in this teacher certification program that I felt connected with this theme and helped to round out
my understanding of how this might look in my future classrooms as well as in a broader school
wide context. The literature, which is still growing at this stage of the review can be divided into
three sub-themes. These sub-themes are: 1) culturally responsive pedagogy as a means of
addressing student diversity, 2) culturally responsive pedagogical practices and teaching
strategies, and 3) culturally responsive pedagogy in the context of social studies classrooms.
Major Research Theme
When selecting my major research theme of culturally responsive pedagogy (CRP) in the
context of social studies and general teaching, I had in mind my own experience working with
diverse student populations as a Special Education Assistant in Greater Albany Public Schools
and my brief time working with student athletes from across the country as a tutor and study
facilitator at Oregon State University. My students in each of these roles often represented
distinct groups of traditionally marginalized communities both in our traditional curriculum and
our broader communities. Connecting with these students became my singular goal when
attempting to guide them through materials that often felt detached from their lived realities and I
repeatedly struggled to cultivate this connection between them and their class subjects. This
struggle has fully shaped how I see my role as an educator in training, and after examining the
different challenging topics we will inevitably face in teaching social studies in public schools
throughout our course this term, it is clear that the pedagogical framework of CRP is strongly
suited for teaching in this subject area.
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After examining this brief literature set, it became clear that not only is there real
potential in utilizing CRP in my future social studies classes, but that these benefits extend
beyond simply helping marginalized student communities to students who might not recognize
the issues facing their peers both within the classroom and in their shared community. It has been
my experience that critical theories like CRP are treated as exclusively pertinent for teachers of
multicultural students or those students in particular. I had never considered the benefits for
students within the dominant culture of power to see and understand the lived experiences and
knowledge of their peers’ communities both in an historical and modern context. Alongside this,
the benefits for teachers within this dominant culture of power to see, understand, and empathize
with our BIPOC--black, indigenous, and people of color-- students through their communal
knowledge and experiences expands the range of materials we can utilize in the classroom to
affirm each of our students’ cultural and linguistic backgrounds. I am hopeful that through a
more expanded look at the literature in my future research endeavors will help me refine my
surface level understanding in this brief review toward a more in-depth, applicable teaching
philosophy with CRP and my students at its center.
Research Studies
Public education has seen a steady shift in student demographics and learning needs over
the past few decades. This trend will only continue to grow in the future, and as such education
research highlights this trend in terms of cultivating inclusive learning environments with
culturally responsive pedagogy informed by student data taken directly from both more personal
classroom assessment along with broader state and federal assessment metrics. While this data
remains an important part of these considerations, understanding our diverse student populations
necessitates a closer, more intimate look at their lived experiences and the knowledge they bring
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with them to our classrooms. It is this intangible student input that helps us develop culturally
relevant and responsive pedagogy, and why I consider this teaching theme to be so critical when
thinking about where the literature has discussed these issues in the past and where more recent
studies have carried the conversation into our modern, diverse classrooms.
The literature I have selected for this review spans a broader time range than what would
be typically expected of a more recent literature review. Some of the older works provide pivotal
concepts and ideas on culturally responsive pedagogy that have remained paramount when
considering these issues today, so I felt their inclusion was both necessary and enriching in
tandem with more recent research on the topic. The topics that have shaped my selection of the
ranging literature have centered on three key themes, including 1) culturally responsive
pedagogy (CRP) for diverse public schools, 2) CRP practices applied in the classroom, and 3)
CRP in the context of social studies teaching methods and practices.
CRP in Addressing Student Diversity
Student diversity, both in sociocultural backgrounds as well as learning readiness,
continues to increase each school year. This has been a long standing trend that has produced
many responses in education research literature around what this growing diversity means for
our pedagogical strategies and how we might respond with effective, culturally relevant and
responsive pedagogy. In my current school, this trend could not be clearer. My building has seen
our student population go from predominantly white students over the course of its short history
to over 30% Latinx students over just the past two years alone with a staggering increase as well
of students with IEPs or 504s to roughly 20% of our total student population. This is not an
isolated occurrence as schools across the country can note this rapid change and recognize that
our current pedagogical strategies need a substantial overhaul to address these varying needs.
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Such a call for change long predates this humble literature review, with some of the works cited
in this piece dating back to the social, racial, and cultural upheavals of the 1960s, all of which
have a clear connection to critical teaching strategies like critically responsive pedagogy.
One such seminal work that has colored my own research on the topic is Freire’s
Pedagogy of Freedom: Ethics, Democracy and Civic Courage, first published in 1968 with a
message that continues to shape and influence research on culturally responsive and relevant
educational strategies. Throughout this work, Freire notes the possibilities of a radical
transformation of what we understand as public education to accommodate the growing changes
in our schools. Of particularly importance for culturally responsive pedagogy is Chapter 2,
“There is No Teaching Without Learning,” in which Freire advocates for a radical reorientation
of teaching and the role of the teacher to not simply “transfer knowledge but to create the
possibilities for the production or construction of knowledge” cooperatively with their students
(Freire, 1968, p. 30). This point is particularly salient when considering our own development of
culturally responsive pedagogy that can properly account for and adapt to our diverse students’
prior knowledge. I for one have always considered teaching to be a fundamentally cooperative
experience, necessitating significant student buy-in, input, and influence on how we plan our
curriculum and adapt it to student needs. Alongside this cooperative and collaborative approach
to constructing culturally relevant knowledge with our students in our classrooms comes the real
challenge of developing a genuine respect and acceptance of what students know, what they
bring to our classrooms each day, and how this knowledge is indeed a resource for our school
community. Freire noted, long ago, that the lived experiences of our students presents a
sociocultural asset for the modern classroom and that respecting these experiences requires us to
get into the weeds of the various mechanisms that have an outsized and often negative impact on
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our students’ lives (Freire, 1968, p. 36). It was this emphasis on student knowledge and
engagement from a variety of cultural perspectives that has shaped similar narratives on
developing curriculum and pedagogical practices that can reflect these different communities of
learners.
Seeing as the importance of culturally responsive and relevant pedagogy has maintained a
longstanding presence in educational theory and practice, it is clear that any review of the
literature centered on this theme must take the time to trace similarities and differences between
studies over the course of the past few decades. As such, my review takes a slow turn toward the
1980s and the prominent sociocultural examinations of cultural and linguistic power in diverse
classrooms in Delpit’s “The Silenced Dialogue: Power and Pedagogy in Educating Other
People’s Children”. Published in the Harvard Education Review in 1988, Delpit’s brief
examination of the culture of power and dominance in our society along with its prevalent
reflection in our public education system provides yet another critical examination for our
aspiring educators can reshape their own understanding of teaching and learning alongside our
marginalized student communities and colleagues of color. While chronologically this work
seems dated, the content in Delpit’s scathingly honest work resonates with continued issues of
equity and justice in our public schools today. Too often educators fall into a complacency that
keeps them blinded to the impact we have in perpetuating systems of power over our students of
color and those of varying ability because we view our work and our motivation for it in the
context of educated, progressive ideals. As Delpit notes, “for many who consider themselves
members of liberal or radical camps, acknowledging personal power and admitting participation
in the culture of power is distinctly uncomfortable,” thus leading to a general complicitness in
this power imbalance that so negatively impacts our diverse student population (Delpit, 1988, p.
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283). Other studies including Cammarota and Romero (2006) have noted that this complicity
need not define our relationship with our students, and in fact can be addressed by sharing more
of ourselves with our students. Much as we seek and desire to learn more about our students and
the knowledge they bring with them to the classroom through CRP practices, we must be willing
to recognize that our students will reciprocally benefit from “[knowing things] about our lives
and family experiences” that they may connect with and see the influence of our personal
cultural background and knowledge, even if it may be within the culture of power and privilege
in our current society (Cammarota, J. and Romero, A., 2006, p. 20).
Recognizing one's privilege and power as a teacher whose socio-cultural background is
steeped within the dominant culture of power is critical when considering how to effectively
teach in diverse classrooms. This remains at the forefront of my own teaching goals as my
students reflect far more frequently the growing diversity in our community that sits in stark
juxtaposition with the cultural hegemony in our traditional curriculum and pedagogical practices.
Continuing to perpetuate this inadequate material in our classrooms is, as Delpit rightly exposes,
tantamount to knowingly and willingly replicating the imbalance of power that is so broadly
observable in our society today. While public schools have played this role, historically, it is
important for us to consider ourselves and our work as tools to counteract this harmful imbalance
by listening to and privileging our students’ perspectives in the construction of culturally
relevant and responsive pedagogy. Shifting focus to the 1990s and studies centered on
connecting educators with this knowledge in its lived context in our students’ homes and broader
communities, Moll, Amanti, Neff, and Gonzalez’s (1992) collaborative study “Funds of
Knowledge for Teaching: Using a Qualitative Approach to Connect Homes and Classrooms”
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provides a research methodology for cultivating and applying community-informed culturally
responsive and inclusive pedagogical practices.
While many studies have remarked on the potential benefits of connecting the
experiential knowledge of the home to curriculum planning and instructional strategies in the
classroom, this study has provided a compelling case for teacher advocacy and research in
developing this connection. The authors make the bold but honest claim that “it is the teacher,
not the anthropologist, who is ultimately the bridge between the students’ world, theirs and their
family’s funds of knowledge, and the classroom experience” (Moll et al., 1992, p. 137). Seeing
ourselves as this conduit, rather than a barrier, can help us facilitate the application of knowledge
and experiences at home in classroom activities that broadly celebrate and effectively utilize this
often misunderstood and under-utilized resource. While this study provides a qualitative
analytical framework for connecting classrooms to our broader communities, others during this
period contend with theoretical frameworks seeking to radically transform our understanding of
race and racial inequities that present considerable barriers to developing and implementing
culturally responsive pedagogy in our classrooms.
Ladson-Billings provides an early critique on the possibilities and pitfalls of theoretical
analysis like critical race theory and its application in public education in the study “Just What is
Critical Race Theory and What’s it Doing in a Nice Field Like Education?”. Published in 1998,
Ladson-Billings critical examination of CRT helps to provide educators with the stark challenges
of adopting and adapting such a theoretical framework in the context of our classrooms which
are so often shaped by inherent and complicit racism that influences the broader communities we
work within. The piece itself is not an endorsement of CRT by any means, as Ladson-Billings
continuously notes on its niche applications and the potential for it to simply be lost in academia
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or among political idealists detached from the concerns or realities that shape our classrooms
(Ladson-Billings, 1998, p. 22). Still, Ladson-Billings notes the importance of refining our
understanding of this teaching framework, centering our efforts on student understanding and
needs both in the classroom and in the broader communities we serve. It is through refining and
expanding our understanding of CRP that allows us to connect cultural and experiential student
knowledge from home and apply it to learning and collective knowledge building in the
classroom.
Yosso (2005) discusses the importance of this connection between home and the
classroom at length through a theoretical examination of culturally relevant and responsive
teaching grounded in critical race theory in the context of racial and social justice in public
education. Yosso details the possibilities presented by this informed teaching framework, noting
how such critical theories allow us to move beyond stereotypical divisions in society that limit
the narrative for marginalized student communities. Specifically, Yosso notes that critical theory
can help us avoid the oversimplification of a racially “two-dimensional [classroom] discourse”
that “limits understandings of the multiple ways in which African Americans, Native Americans,
Asian/Pacific Islanders, Chicana/os, and Latina/os continue to experience, respond to, and resist
racism and other forms of oppression” (Yosso, 2005, p. 72). Critical teaching theory and
culturally responsive pedagogy provides the tools necessary to expand our multicultural
conversation with students through curriculum building and teaching methods that recognize and
affirm that diversity is not one group versus another but rather all groups working collectively as
a community of learners with different assets they bring to the classroom. Given the importance
of this theoretical framework, it is clear that teacher preparation must focus on incorporating
CRP and other critical theories into our programs to ensure preservice teachers are equipped to
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serve these complex student communities. Ullucci and Howard (2015) illustrate the importance
of this in their discussion on teacher preparation programs for aspiring educators working in lowincome schools with diverse student populations.
Ullucci and Howard developed their study as a means of unpacking common
misconceptions about what it means to work with low-income student communities by providing
teachers a brief set of potential teaching methods that could help them better understand their
students’ unique needs. They also note the connection between school “resegregation” and the
impact on Black and Latino students who are largely kept in underfunded schools that further
reflect economically struggling–and often abandoned by state and federal policies–urban
communities (Ullucci and Howard, 2015, p. 2). This significance of this study, however, does
not reside in its critical examination of this troubling situation but in its emphasis on the real,
tangible value that these communities still hold for public schools. Ullucci and Howard work
against the negative assumption that students from low-income communities are deficient in any
way compared with more affluent counterparts in other schools. The authors explicitly point to
the communities themselves, noting that while low-income communities are often viewed
through what they lack, a closer look reveals resources that bind the community together and
help support those who live there” (Ullucci and Howard, 2015, p. 15). This sentiment concerning
the legacy of undervaluing these communities and subsequently underfunding public schools in
these communities is echoed by Kozol (2005) in a brief interview in Harper’s Magazine.
Discussing the continued inequalities and inequities ever present in public education, Kozol puts
forth a damning indictment on the funding landscape of U.S. public education and how it has
reinforced assumptions of deficiencies and racial segregation for students of color.

Voices from the Islands

20

Funding is often a vital component of incorporating and implementing school wide
transformative practices and methodologies like CRP and levels of financial support are often the
primary barriers for teachers to effectively enact these teaching strategies in their classrooms. As
Kozol notes, “the issue [is] in terms of our willingness to spend huge amounts of money for
juvenile incarceration and then for young adult incarceration while we’re still so stingy on the
essentials for” public schools in general (Kozol, 2005, p. 19). This financial call to action rounds
out the clear and present for transformative approaches to public education, among which
culturally responsive pedagogical practices fit uniquely well to suit our growing needs to better
serve our diverse student populations.
CRP Teaching and Learning Strategies in the Classroom
After examining the literature in its relation to the necessity and promise of culturally
responsive pedagogy, it is important to take a closer look at the realities in implementing this in
the context of my classroom and the strategies that can either make this successful or hinder its
efficacy with my diverse student population. Again research has shown that culturally responsive
educators cultivate classrooms that can adapt to diverse student needs and provide a supportive,
inclusive learning environment. This inclusive learning environment is not simply responsive to
students' diverse needs but is actively shaped and transformed by their funds of knowledge and
lived experiences. Echoing Freire’s call for respecting student knowledge and providing a place
for students to participate in the development and dissemination of knowledge in the classroom,
culturally responsive teaching strategies center on connecting teachers and students in a
cooperative, collaborative learning relationship that makes cultural diversity an asset for success.
Returning to the groundbreaking and theory shaping work of Ladson-Billings, it is clear
that culturally responsive pedagogy is a tool that has remained integral to providing our
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marginalized students with clear pathways to success, understanding, and personal growth in
classrooms that have too often left them feeling outside the shared community of learning.
Ladson-Billings’ (1995) research on the efficacy of this practice among successful teachers with
considerable minority student populations notes that teachers who sought to implement strategies
for culturally relevant teaching must first understand that such an endeavor requires that we
encourage our students to “critically analyze” the societal structures and sociopolitical factors
that have shaped our shared experiences (Ladson-Billings, 1995, p. 162). While this early theory
focused on the relevant of teaching provides a solid foundation for understanding the impacts of
our pedagogical strategies for our diverse students, it is important to also discuss LadsonBillings’ later reflections on this original theory and how adjustments to it help further
emphasize the importance of a responsive pedagogy that is both relevant to diverse student
populations and affirming of their cultural knowledge and experiences they bring to the
classroom. Ladson-Billings reflective piece “Culturally Relevant Pedagogy 2.0 a.k.a the Remix”
helps to both reflect on earlier theories of culturally relevant pedagogy and teaching strategies
while responding to more recent research on the need to go beyond this early critical focus into a
more culturally sustaining teaching model. When considering culturally responsive pedagogy for
my own classroom and my role as an educator, I resonate with Ladson-Billings emphasis on
teaching and culture as being “fluid” and ever-changing, thus necessitating constant
reexamination of how we develop our curriculum to reflect these changes and better serve our
changing student populations (Ladson-Billings, 2014, p. 75). Indeed, static conceptions of
teaching and learning have made it difficult to properly implement positive teaching strategies
that make use of the potential inherent in culturally responsive and sustaining pedagogy that
reflects the dynamic nature of our public schools and our broader communities. This concept of a
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culturally sustaining pedagogical model was put forward in Paris and Alim’s “What Are We
Seeking to Sustain Through Culturally Sustaining Pedagogy? A Loving Critique Forward”,
which Ladson-Billings responds to and which I seek to utilize in further refining my own
teaching strategies when developing culturally responsive teaching in my future classrooms.
Paris first put forward the idea of culturally sustaining pedagogy in a 2012 study, and
expands on this further with Alim in this collaborative piece that seeks to demonstrate how this
teaching model reflects the need for a more dynamic pedagogy that responds to and affirms the
“linguistic, literate, and cultural pluralism” that is critical for schools serving a rapidly changing
student demographic (Paris, and Alim, 2014, p. 88). Specifically, moving from a relevant
teaching strategy toward a responsive and sustaining teaching strategy requires us to consider
moving beyond merely recognizing our students cultural and linguistic diversity, having our
students critique and challenge the dominant power structures inherent in our schools, and
instead focusing on maintaining and encouraging access to multicultural materials that help
promote this pluralistic learning environment in our ever diversifying society (Paris, and Alim,
2014, p. 89). This is accomplished only when we immerse ourselves and our classrooms in
multilingual and multicultural curricular materials that allow our students to maintain, refine, and
empower their experiential knowledge. It is this student-centered and empowered approach that
draws me toward culturally responsive pedagogy, and what has defined much of the research in
this field when examining how this is implemented in the classroom.
Recent studies demonstrate how students’ funds of knowledge and learning experience
help to shape and influence our use and implementation of culturally responsive pedagogy in our
classrooms (Daniel, and Zybina, 2018,p. 363). Daniel and Zybina (2018) situate the role of
culturally responsive pedagogy as a tool for collaborative knowledge building in the classroom.
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In this understanding, “students themselves [act as] the facilitators and mediators of one
another’s learning...re-distributing “pedagogy” to be in the hands of all classroom participants
rather than only in the hands of the teacher” (Daniel, and Zybina, 2018, p. 363). Again, it is clear
that any teaching strategies aspiring to fit this model must take into account the role students play
in shaping our shared learning environments, once more echoing Freire’s radical call for
educators to affirm the value of students’ experiential knowledge in public schools. By allowing
our students to take center stage in shaping our culturally responsive teaching practices also
provides for more meaningful growth and learning opportunities for us as educators to refine our
craft for all students.
Studies illustrating the positive influence of culturally responsive pedagogy for teacher
development include cooperative works like Maasum, Maarof and Ali’s (2014) “Addressing
Student Diversity Via Culturally Responsive Pedagogy”. This study situates these teaching
strategies and philosophy in the context of professional development programs for teachers in
Malaysian primary schools, where teachers often contend with “Chinese, Indian, and Malay
ethnic groups'' and the surrounding community often reflects these stark cultural and linguistic
differences (Maasum et al., 2014, p. 102). While from an international perspective, studies such
as these reaffirm the promise and purpose of implementing culturally responsive pedagogical
practices and trainings for teachers who will, without exception, continue to serve increasingly
diversifying classrooms of students who benefit from a curriculum that goes beyond
acknowledging them and instead empowers them and their cultural knowledge as key
components in shaping learning in the classroom. The authors rightly note that the benefits of
teaching with this focus on cultural diversity and integrity goes far beyond the classroom, with
teachers “[acting] as agents for social change by promoting an equitable and democratic society
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for all citizens'' through their focus on cultural awareness and empathy for all students (Maasum
et al., 2014, p. 102-103). Empathy is a critical component of culturally responsive pedagogy, as
it is required of teachers seeking to truly connect with and understand the multicultural
knowledge and experience our students are bringing each day to our classrooms.
Multiple studies point to the importance of empathy and care-based practices that form
foundational theoretical justifications of culturally responsive pedagogy. Shevalier and
McKenize (2012) help illustrate this connection in their study “Culturally Responsive Teaching
as an Ethics and Care-Based Approach to Urban Education''. Shevlier and McKenzie hone their
focus of culturally responsive teaching by focusing on its natural connections to and integrations
with Noddings’s care theory, centering teaching strategies in this framework through
“[questions] of ethics, inquiry caring, and social justice” (Shevalier, and McKenzie, 2012, p.
1088). In a similar study, Warren examines the critical role of this care-based component to
culturally responsive pedagogy by highlighting the importance of empathy for white teachers
serving largely minority student populations. Warren notes that empathy, as an applied act within
our own “teaching disposition” requires that we learn more about our students, their lives outside
of the classroom, and to use this student knowledge and input to help transform our pedagogical
practices (Warren, 2014, p. 396). Again it is clear that in developing sound culturally responsive
teaching strategies, we must center our efforts on our diverse student communities and the
experiential knowledge they bring to the classroom. It is imperative that we connect with them
and empower this knowledge as a legitimate contributor to our shared learning community. The
success predicated from this ethics and empathy-driven framework for CRP is evident through
examinations of educators who have successfully adapted this style of teaching with their
students.
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The beauty of CRP is that it is not a model designed to be one-size-fits-all, but rather to
adopt and adapt many different teaching strategies that reflect the ever-changing needs of our
diverse student communities. As such, many recent studies have taken to monitoring successful
strategies employed by teachers situated in urban public schools to examine how CRP and
culturally responsive teaching strategies can help schools close the achievement gap between
ethnically diverse student populations. In a collaborative study examining the shared strategies of
multiple exemplary teachers in urban public schools, clear patterns of CRP-informed practice
arise. For one, all teachers interviewed and monitored in this study agreed that at its core CRP is
an empathy-driven practice that requires “mutual respect [and understanding] among students
and teachers'' (Farinde-Wu et al., 2017, p. 287). Along with this, each teacher emphasized five
core actions that each employed in their classroom, including: (R)espect, (A)ct immediately,
(C)ommunicate, (C)elebrate, and (E)ncourage, known collectively as RACCE (Farinde-Wu et
al., 2017, p. 287). These actions coincide with student-centered teaching and learning models
that rely on extensive use of multicultural content and the safe, trusting environment cultivated
by a familial-style classroom culture with active “support systems'' that students can rely on
(Farinde-Wu et al., 2017, p. 287-294).
It is important to note that while evidence of CRPs benefit in the classroom provides us
with potential strategies for our own teaching, it is just as critical that our school administrative
leadership reflect and actively support our focus on culturally responsive teaching strategies.
Khalifa, Gooden, and Davis (2016) explore the importance of culturally responsive school
leadership when implementing this style of teaching and knowledge building in public schools in
their collaborative review of the literature “Culturally Responsive Leadership: A Synthesis of the
Literature”. The focus of this large-scale synthesis is to underline the significant lack of research
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on CRSL in administrative preparation programs and how this deficiency has led to a continued
perpetuation of “exclusionary school practices” and other harmful reactionary measures that
have served to alienate and hinder the success of minority students throughout American public
schools (Khalifa et al., 2016, p. 1297). The authors reflect a growing consensus throughout
education research that our public schools have often completely reproduced the same conditions
and barriers that have continued to limit students of color, both from an administrative level and
in our classrooms. It is this complicity that I seek to undo and work to dismantle in my own
teaching through this broader reflection on the potential and promise of incorporating culturally
responsive teaching strategies in my future social studies classroom.
CRP in a Social Studies Context
While culturally responsive teaching strategies exhibit a clear benefit for teaching in
general, I shift my focus in this literature review toward more narrow studies centered on
examining CRP in the context of social studies teaching and subject matter. As a subject, social
studies is often maligned more so by the tendency of dominant, homogenous cultural
representation and affirmation that fills our textbooks and shapes our curricular standards. My
own fleeting experience outside of the Eurocentric presentation of history in my own educational
experience came with the rare opportunity for a history elective course built from the ground up
by a first year teacher at my high school. Though a white woman with a clearly privileged
background, she deftly designed the course around African American experiences, personal
accounts, and culturally shaped views of their lived experiences over the course of American
history from the colonial period to the present. At the time I did not appreciate the challenge it
must have been to build a course this way, or to do so as someone from outside that particular
cultural heritage. Working through these sources with a focus on culturally responsive teaching
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and pedagogical practices provides new meaning to this formative experience while helping me
learn more about what this may look like in my future classrooms.
While my current progress in this teaching education program and my content area
seminars is ongoing, it is important to consider how my own preparation measures up with those
whose training is infused with core elements of CRP. Fitchett, Starker, and Salyers (2012)
discuss this at length in their close examination of culturally responsive pedagogy in the context
of its implementation and emphasis within a social studies teaching methods course at UNC
Charlotte. The authors rightly note that social studies, while often aspiring to “[develop] and
[assert] civic and democratic values” more often “perpetuates dominant cultural values at the
expense of non-White student groups” (Fitchett et al., 2012, p. 586-587). This barrier in our
social studies teaching and curricular standards becomes more apparent each year as our
classrooms change to reflect the growing diversity in the broader communities we serve. Others
have noted CRPs natural connection to social studies teaching and the potential for meaningful,
dynamic adaptation of our social studies curriculum to not simply reflect diversity, but to “build
bridges” between our students' cultural and linguistic backgrounds and our course content
(Green, 2007, p. 13). Being an aspiring social studies educator makes the understanding of CRP
and its implementation in my own planning and teaching strategies all the more important given
the rapidly diversifying demographics of our student population.
Keeping in mind the discriminatory and dismissive legacy of traditional social studies
teaching and curricular strategies, it is important to also consider what this will look like in a
subject often defined by complicated terminology that can present a real barrier to all students,
but especially those whose cultural and linguistic backgrounds are not typically represented.
Buehl (2017) provides an excellent starting point for educators of all experience levels to
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consider how our subjects contain a language set of their own that students need to navigate.
This is especially true for English Language Learners and other student communities outside of
the dominant culture that remains considerably overrepresented in our schools. Though this
particular discussion in his book centers on teaching in World Languages, Buehl’s discussion of
cultural knowledge, identity, and language learning reinforces the importance of developing
culturally relevant and sustaining pedagogical practices in subjects like social studies with
complex disciplinary languages. Connecting our teaching and terminology to students’ lived
cultural experiences provides yet another bridge between our students and the content we seek to
develop with them in our classrooms (Buehl, 2017, p. 116-117). Shifting focus toward
multilingual learners in social studies, Soltero’s (2011) Schoolwide Approaches to Educating
ELLs provides a compelling case for connecting curricular design and disciplinary terminology
to culturally relevant teaching strategies in all classrooms.
While not specifically centered on social studies teaching, Soltero’s focus on the
importance of culturally responsive and relevant pedagogy for teaching English Language
Learners compliments the studies referenced thus far in this brief examination of CRP in social
studies teaching strategies and curricular development. Of particular importance is Soltero’s
discussion on the necessity of a culturally relevant curriculum when considering diverse student
populations. Soltero notes the obvious but often overlooked reality that schools who must
consider ELLs and other marginalized student communities are, “by default multicultural and
diverse”, thus necessitating school wide teaching and planning adaptation (Soltero, 2011, p. 148149). This kind of adaptation cannot be ornamental, as Soltero notes the unintentional destructive
consequences of token representation on students’ cultural efficacy and self-value. Instead, our
development of a culturally responsive and relevant curriculum must cultivate a school wide
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learning environment where “diversity is celebrated and where ELLs” and other diverse student
communities’ “language and cultural backgrounds are seen as resources” rather than limitations
or deficiencies (Soltero, 2011, p. 149). Broader studies like Buehl’s and Soltero’s provide a
general framework applicable across disciplines, allowing us to narrow our focus to the
implementation of CRP in the context of diverse social studies classrooms in different schools
across the country.
Though my own experience in public education in Oregon has been limited to smaller
communities, I felt there was some potential application for studies like Epstein, Mayorga, and
Nelson’s (2011) examination of CRP and its application in urban public schools with
predominantly African American and Latino student populations. Specifically, the authors look
at the implementation of CRP in the context of teaching racial discrimination and its long legacy
in a U.S. History course with this majority minority student population, highlighting struggles
across cultural and ethnic lines. In their extensive conclusions drawn from their examination of
one Ms. Vega and her diverse classroom, the authors note the possibilities that CRP presents for
fostering pedagogical practices that “[move] beyond tradition or the test by teaching in ways
which enable [our] students to imagine historical actors, as well as people like themselves, as
having agency to work individually and collectively to construct a better society” (Epstein et al.,
2011, p. 17). While I find myself disagreeing with the author’s contentions on the limitations of
CRP when translating difficulties in the lived experiences of both the more dominant white
culture and those of Ms. Vega’s Black and Latino students, it is important to remember that CRP
is not a one-size-fits all model. Rather, it is a flexible theoretical framework for developing
flexible and responsive teaching strategies that move beyond mere representation toward more
critical examinations of historical cultural disparities and injustices that have shaped not only our
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communities but the lives of our diverse student populations. In considering this inherent
flexibility of CRP, the final two studies in this review present two additional narrow case studies
on the application of these strategies in learning communities with student populations
traditionally underrepresented both in our curriculum and in our broader communities.
Stowe (2017) demonstrates how targeted implementation of CRP can provide significant
benefits to the long-term learning and growth of marginalized student communities while also
expanding our understanding of what it means to teach and contend with complex subjects in
social studies. Stowe approaches this topic with a clear investment in the well-being and
achievement of her indigneous students, as she notes early in the study. Achievement gaps exist
for many minority communities due to inequities in traditional pedagogical practices and
indigenous students often are not only underrepresented but culturally misrepresented within our
traditional teaching of social studies. Personally, I have seen an increase of students affiliated
with indigenous communities across Oregon in the classrooms I currently assist and teach in,
making Stowe’s brief study critically important to consider in this literature review. Stowe notes
how CRP at its core focuses on students’ lived experiences and cultural backgrounds as tools to
transform our curriculum and teaching strategies to better serve their diverse learning needs
(Stowe, 2017, p. 242). In social studies, Stowe illustrates how vital this approach can be for
communities like the Oglala Lakota who, in the context of a U.S. History classroom, must
reckon with “the history of their people, a history that is complex and complicated” to put it
lightly (Stowe, 2017, p. 244). Through the integration of both culturally responsive and affirming
source materials that help broaden the U.S. History landscape to contend with indigenous voices,
experiences, and historical interpretations underscored clearly measurable growth in academic
achievement and understanding in this indigenous student community (Stowe, 2017, p. 245-247).
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In a similarly narrow focused study, Reece and Nodine (2014) examine the strategies and
experience of preservice teachers working with ELLs at the elementary level. Though
elementary education is outside of the scope of my current certification goals, I find the
strategies and efficacy of CRP applicable across academic levels considering how many ELLs in
secondary education require support and structure that find their foundations in early childhood
and elementary pedagogical teaching strategies. Reece and Nodine note that the preservice
teachers in question all had similarly limited understandings of critical pedagogy and teaching
practices on their own program, along with limited diversity in their learning cohort, thus
presenting some prominent barriers to the implementation of CRP in their own classrooms
(Reece, and Nodine, 2014, p. 260). Limitations aside, both authors agreed that the benefits of
CRP extended beyond the targeted student populations that these teachers in training were
serving to include the general teaching strategies and pedagogical practices of the teachers
themselves given their lack of exposure to such critical theory. By expanding access to culturally
relevant pedagogical practices and theory in their training programs, these preservice teachers
would be better equipped to unpack the traditional cultural hegemony replicated in our classic
curriculum and instead develop “increased [and more effective] cultural understandings” of their
students' knowledge and backgrounds (Reece, and Nodine, 2014, p. 263-264).
Summary
This literature review only scratches the surface of a dynamic teaching methodology that
is still in its infancy with regard to its implementation in social studies classrooms. It is clear that
the implementation of CRP is just as dynamic and adaptable as the framework itself,
necessitating a broader examination of the literature in future research. CRP itself is clearly not a
band aid solution to deficiencies and misrepresentations in our traditional curriculum and
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teaching but rather a holistic approach for teachers from multiple different socioeconomic and
cultural backgrounds to improve our personal engagement with our students’ lived experiences
and experiential knowledge. Given that our social studies classrooms necessitate difficult
conversations with a complicated past and controversial issues across subjects, CRP as a
teaching framework and educational philosophy seems appropriately fitted to the challenges we
have discussed throughout this program.
It is with this understanding that I seek to incorporate CRP in my own student teaching,
employing culturally responsive and sustaining pedagogical practices and prioritizing indigenous
voices in my Hawaiian History course curriculum. I have been given the opportunity to build this
course from the ground up utilizing my cooperating teacher’s in-person curriculum, adapting it to
Canvas over the course of the second trimester of the school from mid-December to the end of
March. During this time, I have actively incorporated indigenous perspectives in each learning
unit to help shift the center of the class from traditional European voices and secondary text
toward a more culturally affirming curriculum. In applying these CRP centered lessons, I will be
seeking multiple forms of data and feedback to help illustrate the impact of these teaching
strategies over the course of the second grading period in this second trimester.
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Chapter 3

RESEARCH METHODS AND JUSTIFICATION

Research Methods
The methods of inquiry for this study focused on the principles and practices of action
research, using self-study aligned with professional teacher standards, teacher artifacts, personal
reflection journals, formal observations, student feedback through check ins and exit tickets,
along with broader student responses in discussion and collaborative activities throughout a full
term as a means of data collection. I will begin with a review of action research principles to
establish the foundation for this study’s method of inquiry. Second, I will review the choices and
purposes of data collection that helped to highlight my instruction and means for searching for
improvement. Third, I will detail my context for the study, methods of data collection protocols,
maintaining credibility and trustworthiness of the data, and acknowledge my limitations as a
researcher. Finally, I will present the procedures used for studying my practice, while providing
data and analysis that speaks to adaptations and adjustments made to my instruction as I
implanted this study.
Research Questions
My focus for this research was centered on the planning, implementation, and student
reception of culturally responsive pedagogical teaching practices in the context of a social
studies classroom. Specifically, I examined the potential avenues in which to explore
introducing CRP in my lesson planning through a combination of my cooperating teacher’s
original course content with voices and experience more reflective of both the people my
students and I were learning from while also seeking to connect with my students’ experiential
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knowledge. This incorporated a holistic approach to personal teaching and strategy analysis, in
which I closely examined how my planning, teaching, and assessment reflected this broader
implementation of CRP in the classroom. This focus aligned with the following INTASC
Standards for teacher professional development, including INTASC Standards 6 (Assessment), 7
(Planning for Instruction), 8 (Instructional Strategies) and 10 (Leadership and Collaboration).
Additionally, I considered how studying my own practice in line with INTASC Standards could
improve my own instruction and therefore, student learning. My purpose of this study was to
illustrate the impact of incorporating modern critical teaching theory and strategies reflective of
this shift in the literature from relevancy toward responsive and sustaining curricula that reflects
needed reform in traditional social studies teaching. The research questions for this study were:
1. How can I shape my lesson planning and overall curriculum through CRP that assists
and incorporates my students’ needs and experiential knowledge? This question, while complex
and seemingly multifaceted, is narrowly focused on how CRP can provide a beneficial lens for
my planning process and production of social studies content that reflects how my students and I
seek to learn and develop knowledge in our shared learning community. Most importantly, this
question is designed to center my personal reflections and action research on how in subjects like
social studies, the development of knowledge and understanding must necessarily promote the
significance of building connections between voices from the past and my students’ lived
experiences. Data gathered from a focus on this question was used to test how specifically the
original content of the class, designed with a more traditional, Eurocentric focus, was best
adapted to reflect the tenets of CRP in the context of learning from indigenous voices and
experiences that could help my students learn from and connect with a more complete picture of
the past.
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2. What are the potential results of implementing CRP in the context of my studentteaching placement teaching World History, and how do student responses and input reflect
these results? This question shifts my research focus toward the impact of my planning and
instruction on my students’ learning experience in my classroom. Specifically, I am hoping to
gain more meaningful insight from my students' responses in both formative and summative
materials throughout the term that best represent the potential influence of CRP in the context of
this social studies course. This can include how elements of CRP provide for improved learning
or how students draw connections from these elements to their own knowledge from lesson to
lesson. It could also include student responses in more loosely defined class discussions, which I
have incorporated throughout our notes, collaborative Jamboards, and on read-aloud-activities
done collectively throughout the term. Data gathered from this question was used to validate the
potential benefits for student learning, growth, and collective reflection through implementing
CRP strategies in the classroom.
3. How can I best adapt my teaching and planning throughout the term through student
input and reflection on CRP-centered lessons and course content? This question best models the
reflective process inherent in action research, and helps to center my other two recent questions
on looking forward and developing relevant next steps that best reflect my students’ experience
throughout the term along with my own understanding, as we are all learning together through
new teaching and learning strategies. I also take into account the demographic disparity inherent
in classrooms throughout my community, in which until recently white students made up the
uncontested majority in any learning setting. This question seeks to gain insight into how classes
that are shaped by this prevalent monoculture--though many are diversifying rapidly--react to
and learn from a curriculum that does not merely enforce the traditional status quo that has been
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seen in their previous social studies courses. I rightly expect pushback from some students who
may not readily see only themselves in the narrative as they have up to this point in their
academic careers, while also hoping for expanded understanding and empathy with cultures
outside their own. Alongside this acknowledgement of those students who may feel resistance to
CRP strategies and activities in the classroom, I also seek to recognize the growing presence of
traditionally marginalized communities in my classrooms, including a rapidly growing number
of students from Polynesian and Micronesian islands, many of whom have been priced out of
their homes due to foreign investment and gentrification that has transplanted far from their
cultural and spiritual centers. These students should readily see and connect with voices from the
past that affirm not merely the presence of their community but its vitality and contributions
throughout the historic record. Data gathered from a focus on this question placed student and
outside observation input at the center of growth, reflection, and learning on my part to best
shape my planning and instructional adaptations to best meet their needs as we moved through
the Winter term.
INTASC Standards
INTASC Standards reflect the importance of our role as lifelong learners and educators.
They have been designed through collaborative measures to define best practices and key
elements that each of us should aspire to hone and develop as we seek to provide the best support
to our students and our broader school communities. This comprehensive approach toward
mapping out our role as educators is illustrated in the four domains of teaching that help to
categorize each standard, including The Learner and Learning, Content, Instructional Practice,
and Professional Responsibilities. These categories, and the standards as a whole, are significant
for educators at various stages of their time in the profession as holistic guides for reflection and

Voices from the Islands

37

development in the multifaceted aspects that define working, growing, and improving as public
educators. In the context of this action research project, I have identified several INTASC
standards that I feel complement the various methods and practices that I am seeking to research
and personally reflect on through a close examination of my own work in the classroom. Those
standards most closely aligned with my research goals and questions include INTASC Standards
6 (Assessment), 7 (Planning for Instruction), 8 (Instructional Strategies) and 10 (Leadership and
Collaboration).
When considering each of the standards mentioned above, I detailed how each could
connect to my project as a whole. Standard 6 on Assessment, my utilization of CRP in both
formative and summative assessment data collection and analysis fit naturally with a focus on
how we are meant to develop, implement, and reflect on assessments in the context of the
classroom. Assessment is often misunderstood or misused, and I recognize that as an aspiring
educator I need to tackle this critical aspect of the teaching and learning process through repeated
practice during my time as a student teacher. I am especially focused on utilizing multiple forms
of assessment, with a particular interest in multifaceted formative assessments that provide my
students with varied opportunities for contributing and providing critical feedback during each
lesson. Standard 7 on Planning for Instruction directly underscores my research questions
centered on lesson planning through the lens of CRP and with an eye toward addressing
students’ learning needs, as varied as these often are in every classroom. While the typical rush
of professional responsibilities in public education lends itself to more rapid methods of planning
that feels on the fly, I find myself wanting to slow down and closely examine this critical step in
developing meaningful learning experiences for myself and my students.

Voices from the Islands

38

Standard 8 on Instructional Strategies again naturally connects with my research goals
and the questions outlined earlier in this chapter. CRP instructional practices are the new
teaching strategies I will attempt to incorporate throughout my teaching process in my current
student-teaching placement. Seeing as two of my research goals center on instructional practices,
both in the planning stage and student reflection on the teaching strategies utilized in various
lessons, I felt that this standard connected clearly with my action research while also providing
some needed clarity on how to define and discuss instructional strategies in the context of the
classroom. Lastly, Standard 10 on Leadership and Collaboration is the only standard I included
that does not explicitly address or connect with the research questions I outlined earlier in this
chapter. Still, I find the standard’s focus on teacher and student collaboration to be intrinsically
connected to the tenets of CRP teaching and learning strategies outlined in my literature review
in Chapter 2. CRP asks us, as educators, to learn from our students’ experiential knowledge and
draw on this to help collectively develop meaningful pedagogy that provides for both students’
learning needs and the needs for a curriculum that exemplifies the diversity and experience of all
who enter our classroom. Applied to social studies content, CRP balances this focus on students
with a need to critically reexamine traditional curriculum, bringing forth voices and experiences
to learn a more complete picture of the past that acknowledges the diversity of human
experiences that shape our inequitably shared present.
Methods and Procedures
Because my purpose was to describe my own teaching practice as well as how I use data
to improve my own practice in line with the INTASC professional standards, it was important to
choose a method that could account for both what the standards are for teachers and how I was
paying attention to my own practice through data collection to improve it. Accordingly, this
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study was designed as an action research study. This method of personal, reflective research
provides significant flexibility for aspiring educators seeking to hone their craft and develop
more effective strategies to best serve their future students.
Action research centers our focus inward, though it does so through a holistic
examination of our work through the teaching process (Gould, 2008). This more complete
picture of our own teaching methodologies provides an invaluable resource for personal growth,
development, and continued improvement from year to year. This adaptable nature of action
research is what allows us to adjust it, either through a change in research goals or a change in
our classroom learning demographics, thus necessitating a reevaluation of how we plan, teach,
assess, and reflect on each process with ours and our students’ growth in mind. Most
importantly, action research is ours in the sense that we as educators can conduct this at any
point, multiple times throughout our career, defining the parameters of each project focus by
developing research questions that directly address the needs we see in our classrooms. It is this
adaptability and personal focus at the heart of action research that make this research
methodology beneficial for my purposes in this project. I am actively seeking to implement a
new set of teaching strategies (CRP) and measure the process of utilizing it in my planning,
teaching, assessment, and reception of student feedback throughout my current placement. As
such, my personal reflections on a variety of data sources provides a clear need for the processes
outlined in action research, including the flexibility in using and validating qualitative sources
like formative, informal student assessments and personal teaching journals, both of which make
up critical sources of data for this very project.
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Data Collection
The basic steps in action research are 1) identify a topic or issue to study, 2) collect data
related to the chosen topic or issue, 3) analyze and interpret the collected data, and 4) carry out
action planning, which represents the application of the action research results. Data collection in
an action research project typically is related to the topic or issues, and provides answers
pertinent to the research questions. As Padak and Padak observe, “Any information that can help
you answer your questions is data” (1994). Therefore, I used a variety of data collection tools
related to my topic to ensure the validity of my results. Furthermore, I adhered to the following
four characteristics in determining the data I would collect for my study, 1) anonymity of
students, 2) comparison in data collection was built in so that the results could be judged against
themselves both before and after the intervention period, 3) aspects of performance to be
examined were identified prior to data collection so that the information was relevant and
connected to the research questions, and 4) a variety of data was collected so that different
aspects of the topic could be brought to light (Padak and Padak, 1994). Finally, because I was
studying my own practice while I was in the middle of said practice, I acknowledge the
“spiraling nature” of data collection in action research (Padak and Padak, 1994). By focusing on
data in connection to my research questions, my attention turned to other pieces of data that
emerged in relation to my questions. These emergent data pieces were included as part of the
study as they had relevance to my research questions.
Because my research questions focus on planning, instruction, and student feedback on
CRP strategies in the classroom, I chose to collect data that would provide information about
how my practice and the interventions I identified aligned with the research topic. The types of
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data I chose to collect are described in the following section, organized into three separate data
sets each of which connect to some or all of my research questions detailed earlier in the chapter.
Data Set 1: Lesson Plan Materials, Reflections and Personal Journal Reflections
My first set of data consists of personal reflections on my lesson plans throughout Winter
Term, or Trimester 2, combined with my own personal reflections in my teaching reflection
journal that expands on these more directed reflections to respond more holistically to my daily
teaching and learning experiences. This first data collection embodies action research and the
personal reflection and direction that drives such projects while also providing important,
experiential information that directly addresses each of my three research questions.
Connecting to my first research question, my lesson plan and personal journal reflections
provide ongoing commentary on my planning process and the ideas that I held during the
planning and research process in regard to incorporating CRP teaching strategies in my virtual
classroom. Though each is, by design, more focused on what occurs in the classroom and how
students respond to both my teaching and each lesson, both data points still provide insight into
the decisions that impact my planning process. I am hoping to learn more about my complete
pedagogical process through this data set, along with some clearer insight into how using CRP
strategies have influenced both my teaching and the way I analyze my experiences with my
students. Alongside this broader information, this data set also helps to respond to my more
specific goals laid out in my second and third research questions, providing immediate personal
reflective feedback on my students’ experiences with my lessons and the adaptations I needed to
make along the way.
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Data Set 2: Student Formative and Summative Feedback
The second data set informing this action research project includes direct student input in
both formative assessments conducted in notes discussions and collaborative Jamboard activities
and summative assessments drawn from reading worksheet activities that utilize comprehension
and broader thought questions for students to respond to using information from their readings. I
selected these two artifacts and categorized them as one set because of the importance of student
input across various forms of assessment. It is this input that directly ties to and answers my
second research questions, which in turn helps me respond to my third and final research
question outlined in this project. Student input is a vital component in implementing and
adapting CRP strategies in the classroom so this data set is critically important for the purposes
of this project and my overall development as an aspiring educator.
I am hoping to learn specifically how my students respond to CRP strategies in the
activities and readings we conduct throughout the class. Often, these strategies and materials
represent a shift from traditional social studies curriculum and as such they can lead to
challenging discussions with students who have spent most of their time in these learning
settings dealing with limited perspectives and representation. The broader community in which
my students engage with outside of the classroom also presents unique challenges to CRP
strategies in the classroom, as there are clear misunderstandings and misconceptions as to what
these strategies represent in the context of what some claim is proper, traditional social studies
education. My students navigate these local perspectives daily, and many of them bring these
perspectives into the classroom presenting myriad learning opportunities for myself and them as
we navigate marginalized perspectives through activities like CRP-driven primary source
readings among other alternative activities.
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Data Set 3: Professional Feedback from Mentor Teacher and University Supervisor
The third, final data set for this project will include feedback drawn from my
observations, both formal and informal, during the trimester along with my CPAST evaluation
notes at the end of the trimester that culminated much of the feedback in the earlier observations.
This data set is more flexible in its format given the various ways feedback has been provided to
me throughout the course of my initial student-teaching assignment. The primary contributors to
this data set include my university supervisor and my cooperating teacher for this specific social
studies course, as they both provided formal and informal feedback throughout my time in the
virtual classroom this past Winter Term. I incorporated their observations through our email
correspondence and notes during our debriefs following informal and formal observations.
Though the smallest data set in this research project, it is still critical information that directly
addresses my third research question concerning how I can adapt my planning, teaching, and
learning through multiple vectors of outside feedback.
I am hoping to learn more precise feedback on my teaching and CRP-driven lesson
planning through the input of experienced educators who have seen many teaching strategies
come and go during their time in the classroom. While I recognize the difficulties in translating
experience and the teaching strategies I am embracing in a virtual setting, I am confident that my
supervisor and cooperating teacher’s feedback will still prove effective in highlighting the
positives and negatives in my chosen approach, further refining my future pedagogical strategies
whether they be implemented in a virtual or in-person learning environment. Alongside this, I am
hoping to learn more specifically about how I manage my classroom and engage with my
students during various lessons utilizing these challenging, new teaching strategies.
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Context of the Study
My student-teaching placement during the data collection process for this project was at
an alternative high school in the mid-Willamette Valley that services a broad community. Grades
9 through 12 are provided credit-recovery focused courses, and students are not separated by
grade level. This intermixing of students at different grade levels necessitates a clear
understanding of each student’s particular learning needs to scaffold for a diverse classroom
environment. The total student population includes roughly 75 students in the general program,
with 25 students in other programs like GED or Choices, which provides more flexible
independent learning for shorter periods of time throughout the school day. All of these
programs, during my time student-teaching at this location, were held virtually through
comprehensive distance learning plans. My classes consisted of anywhere from 7 students up to
15 students depending on credit needs.
As for staff, there are 9 certified staff members in the building, which include 1 Science,
3 English Language Arts, 3 Social Studies, and 2 Math, with one SPED Case Manager---there is
overlap between ELA and Social studies as two of those instructors are dual-certified in both
subjects and teach both in the building and virtually over the past year. PLC and staff meetings
have been primarily reserved for Wednesdays, and they typically incorporate all staff as we are
too small for individual, department-focused meetings. I had the privilege of working with two
teachers in Social Studies, though this project is centered on only one of those classes. I was
constantly in communication with each teacher, working in both classrooms full time throughout
the school year up to the end of Winter Term, just before Spring Break. Both of my cooperating
teachers provided invaluable feedback, advice, and guidance throughout each school week. They
also provided multiple opportunities for me to engage directly with students, lead various
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lessons, and design activities with ample feedback on my work throughout. As for the learning
environments I worked in throughout the year, my time with my students was colored by similar
building closures that have impacted many across the world.
The classroom I worked in was exclusively virtual, with my students and I working
synchronously 4 days a week with Wednesdays reserved for asynchronous work for students and
professional development or planning for staff. As with many districts across the state, my
students were not required to turn on their cameras or to utilize their microphones if they would
prefer to type in the chat during our instructional time. This variable made some lessons more
successful than others in measuring meaningful student engagement, insight, and understanding
as they were increasingly dependent on outside factors impacting my students in their daily lives
at home. My class was scheduled every day from 1:25 to 3:05, for roughly 100 minute
synchronous time blocks. I personally broke this larger time up into 30 minutes of instruction
time with 5 minute breaks in between to allow my students and myself time to recover before
shifting focus to another activity. This simple break strategy was in direct response to my
students’ needs, specifically those outlined in student’s IEPs and 504s, of which I had 4 students
total.
Participants
Because this study was designed using an action research approach, the main participant
in the study is myself, as the teacher. As my learning progressed throughout my student teaching
program, I became interested in a number of ideas that would help me to improve my instruction.
Ultimately, I decided to focus on the main research areas outlined in my three research questions
discussed earlier in this chapter. To lend credibility to the results I will share from my self-study
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of my practice, it is important to describe my role in the classroom where I teach. In this section I
will focus on describing my own classroom and my role as the teacher.
For the purposes of this study, I have been working in my placement classroom for the
entirety of the school year, up to the end of Spring Break. While I have actively taught two
separate social studies courses over that time as a full time instructor, the focus of this study
centers on the second class I taught during the Winter Term, or Trimester 2 for my students.
While my cooperating teacher remained the instructor of record, I was given significant freedom
in designing our course to fit within Canvas and our virtual learning environment on Zoom
during this time. Though I frequently received feedback from my cooperating teacher concerning
course materials, I constructed much of the class on my own using what resources I was
provided before the term. I functioned as the daily instructor, leading lessons, activities, and
fielding students’ questions and concerns over the lessons I constructed utilizing both my
cooperating teacher’s original materials with additions of my own centered on introducing CRP
strategies in my classroom. My intention of utilizing CRP as a teaching framework in this class
stemmed from my time as the full time instructor during an earlier local history elective I taught
in the Fall, which focused on Oregon History.
This prior class, which will not be shown in the data collected for this project, was
designed and planned by my cooperating teacher. They would teach the course during the first
grading period, while I took the reins during the second grading period. Both periods had
completely different groups of students, so this was an important opportunity for me to explore
my teaching methodology and build my rapport with students. I noticed during my time teaching
this earlier class that much of our course materials centered on a narrow, traditional view of
history in that we centered much of our learning on the Anglo-American experience with some
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minor inclusion of marginalized communities like Chinese immigrant laborers, for example. This
troubling absence of nontraditional perspectives led me to implement some minor adjustments to
the curriculum, though these were done rather spontaneously and without significant
forethought. I chose to actively incorporate more indigenous perspectives from throughout the
Northwest to connect my students’ learning to the many traditions and lived experiences of
communities that remain an important part of the social and ecological fabric of the region today.
Though these adjustments were minor, they opened up completely new conversations in the
classroom in comparison with our first run of the class during that first grading period. I saw my
students learning from voices and experiences that they had not seen before in their social studies
courses in a meaningful way that transcended the more cursory, glossed over detours taken in
surface level inclusion activities.
Seeing the success of these earlier attempts led to my decision to incorporate a teaching
strategy that centered me and my students’ learning on the experiences and knowledge of those
communities too often left out of their own story. CRP fit naturally into this decision, and thus
became the focus of my research as outlined in significant detail in chapter 2. I wanted to honor
the valuable resources provided by my cooperating teacher, though with a particular focus on
reimagining the angle in which we approached our subject matter outside of Eurocentric
traditions by incorporating indigenous perspectives on these consequential historical interactions.
For example, my cooperating teacher had a larger unit covering Captain James Cook, his arrival
to the Hawaiian Islands, and the subsequent increase in American and European missionary
presence on the islands following this first contact. Much of this lesson, in its original form, felt
like a history of the encounter through traditional European perspectives. To help balance the
voices my students would be learning from, I decided to keep the primary source readings from
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Cook and his crew but couple them with indigenous oral histories centered on the impact of this
fateful encounter to help provide a more complete context to all sides involved. This was missing
from the original unit, so I felt that its inclusion could provide for a more culturally relevant and
affirming lesson that centered indigenous agency and knowledge into a historical moment often
remembered through the eyes of white explorers. Planning and instructional decisions such as
this example model what I hoped to accomplish and learn more about through my three research
questions that guide this self-reflective action research project.
How I Studied My Teaching
When considering my research questions in the context of my class over this past Winter
Term, I decided that my data collecting and research process needed to naturally connect with
the flow of my teaching. This necessitated my data collection window within the totality of a
single grading period, roughly 5 to 6 weeks of instruction. As for my first research question,
which centers on my planning processes with the inclusion of CRP, I decided that the data for
answering this would come directly from my lesson plans and my personal teaching reflection
journal. Each lesson I designed and translated into our broader lesson plan templates included
sections for reflections, along with my more informal commentary that I included each day in my
personal reflection journal. This commentary would focus primarily on both my own thoughts
regarding a particular lesson and those of my students who contributed notable commentary and
feedback on how effective or ineffective a given lesson may be in the context of our three units
over the course of the grading period. I kept my journal weekly, making personal observations,
notes, and other suggestive thoughts on possible adaptations as I learned through the teaching
process each week., whereas the lesson plan reflections would be filled out immediately
following each lesson. The varied timing on both of these sources of data in my first dataset
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provided a more complete picture of my teaching and the changes I made each week illustrating
my planning and instructional processes alongside my inclusion of CRP strategies as noted in my
first research question.
When considering my second research question, I centered my second dataset on
information directly tied to my students. While this data remained primarily informal throughout
the term, it was no less important in the context of my action research in that it provided my
students with multiple opportunities to help me learn from their experiences, perspectives, and
honest commentary on both my teaching and the class structure as a whole. To fill this dataset, I
collected student responses from informal discussions centered on prompts directing students to
consider specific assignments and their experience with them, their overall experience in the
course at important junctures, and their perspectives on my teaching and support for their
success. These prompts hit directly at the heart of my second research question in that they help
highlight the impact of my attempts at implementing CRP instructional strategies through direct
student feedback. This dataset, by nature, remains one of my smaller collections given the nature
of attendance during virtual learning throughout this past school year, along with the fact that my
class size throughout the focus term remained only 10 students in total. Even with this small
sample size, direct student input on any scale provides invaluable resources for my teaching and
learning, and this particular group of students represents a unique body of learners for myself to
learn from given their relationship with public education up to this point in their lives---as a brief
reminder, this project was conducted while working at an alternative high school that services
students and communities often sidelined in larger traditional academic settings.
For my final research question, I coupled my student input data with more official
observation data from both my cooperating teacher and university supervisor as they both took
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on the role of observer during my time teaching this course. This role provided them with a clear
window into how I presented my lessons with students in mind, and thus provided them with the
opportunity to combine their own teaching experiences with that of my students’ immediate
learning experiences for a more complete evaluation of the effectiveness of my chosen CRPdriven strategies. This dataset was collected through formal observations, notes during one-onone meetings, and other informal feedback mediums, including email notes, that all represent a
thorough compilation of professional guidance on my planning, teaching, and adjustments made
throughout the term I researched and reflected. This final dataset mixes both formal and informal
points of data, so it represents an unconventional amalgamation of information from sources
steeped in years of pedagogical practice and experience that provided this research project with a
clear understanding of how my instructional choices fit within the broader context of teaching
and learning as a lifelong educator.
While qualitative in practice, the validity of the datasets discussed above rests with the
authenticity of daily practice, reflection, and adaptation that lie at the heart of this project. I
maintained routine schedules for journal reflections to keep observations current with each week
of teaching, while my lesson plan reflections immediately followed each lesson to best capture
not only my reflections on each lesson but the student input as well. Coupling my thoughts and
observations with those of my students helps ground my study of my own teaching and
instructional practices in a holistic context that incorporates the entire learning community of my
virtual classroom this past term. As for further student input and responses in formative
assessments, this data provides both relevant and immediate, real time responses to the CRP
teaching strategies that I incorporate throughout the course of the term. Providing specific, openended prompts for students to respond to helped avoid guiding them toward answers that I would
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desire and instead allowed my students to honestly comment on, critique, and provide genuine
feedback concerning the choices I made in both my planning and instructional processes. Lastly,
the correspondence from both my cooperating teacher and my university supervisor lend
professional and experiential expertise to my final dataset and the project as a whole, further
reinforcing the lessons learned during both this action research project and my broader time as a
full time student teacher. It is through a detailed examination of each of these three datasets in
the following chapter that will provide a clearer sense of how each of my research questions was
addressed and in what ways I can build upon what I learned to further shape and refine my
selected CRP teaching practices.
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Chapter 4
REVIEW OF THE DATA

Introduction
In this chapter, I have presented my data sets in three distinct collections. These
collections correspond to my three research questions sequentially. The first data set includes
Lesson Plans, Lesson Plan Reflections, and Personal Journal Reflections, all of which help to
provide key data and information regarding my use of CRP strategies in the planning stage of my
teaching practice. The second data set focuses primarily on student feedback in the form of
student work samples and more formative feedback through weekly check-ins recorded
alongside my personal teaching reflections. A varied collection of student feedback best
supported my second research question centered on student responses to CRP-driven lessons and
activities and the overall success of said activities over the course of the Winter term. My final
data set focuses on feedback from my cooperating teacher and my university supervisor, both of
whom provided varied levels of expertise in their comments, suggestions, and concerns
regarding my instructional choices. This final data set closely rounded out my final research
question centered on how I could adapt my approach using varied forms of feedback on my
lesson planning and course content.
All three datasets provided a clear picture of how my inclusion of CRP at each stage of
my teaching process impacted both my own practice and my students’ experience throughout the
term, highlighting elements of this pedagogical strategy and the mixed results in my
implementation. The sets also illustrated some key misconceptions I had when approaching CRP,
further necessitating a reexamination of my own understanding of these important teaching
strategies before applying them in my future classrooms.
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Data Set 1: Lesson Plan Materials, Lesson Plan Reflections, and Personal Journal
Reflections
Beginning with the first data set that informed my action research project and guided my
adjustments throughout the Winter Term, I relied exclusively on specific lesson plan materials,
lesson plan reflections and personal journal reflections to best encompass my thought process
throughout the planning and curriculum design stages of my teaching utilizing CRP. Through an
examination of these artifacts, it is evident that my reliance on adaptive teaching strategies
inherent in CRP provided a clear framework for responding to student needs as they arose
throughout my data collection window. That being said, my adjustments clearly centered more
on student reception and engagement of key lessons rather than on overall student performance.
Most students performed well throughout the course with some traditional academic
difficulties and challenges inherent in our online learning environment, but it remained unclear
as to how lessons designed with CRP in mind impacted overall performance though this will be
unpacked more in my discussion and presentation of my second data set. A final note must be
said on the scale of my data collection window, as it will provide context on how my journal
reflections summarize weekly notes and observations accompanied by key lesson plan
reflections on notable lessons with varied student outcomes over the course of a six week term.
This time window represents the length of the standard grading period at my placement school
during the data collection window, though my data will not illustrate a day-by-day progression
but rather snapshots throughout this time period. My class size was also considerably small given
the alternative designation of my placement school, with roughly 10 students in my class, thus
narrowing the data collection and focus of my reflections on a more concentrated student
population.
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An early pattern that arose throughout the term as a result of one, simplified element of
CRP embedded in each of my lessons was the impact of daily warmup questions on my students’
thinking and collective understanding of course topics and content as it related to their
experiential knowledge and cultural capital. To illustrate examples of these questions in my
planning process, I have included two examples in the screenshots below of these questions and
how I situated them in the Motivation/Hook section of each lesson plan throughout my target
term. My first example provides a conceptual warmup question that helped open our third and
final unit of the Winter term.
Figure 1: Day 1 Unit 3 Motivation/Hook Screenshot, 3/2/2021

The question itself is categorically specific while remaining broad in the scope of my students’
potential responses, as they are encouraged to tap into their own understanding of and experience
with ideas, concepts, and facts surrounding religion in their own lives. This is a critical,
fundamental step in CRP practices, accessing students’ cultural and social capital to develop
more meaningful connections and learning within the context of culturally sustaining and
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relevant course content drawing on the lives, experiences, and lessons from indigenous peoples
in the Hawaiian Islands. My second example builds on this by adding complexity to my warmup
questions and asking my students to not only access prior personal knowledge but also
disciplinary skills that they may or may not have utilized in previous social studies courses.
Figure 2: Day 3 Unit 2 Motivation/Hook Screenshot 2/19/2021

Note that the process in this expanded motivation/hook activity focuses my students attention on
their experience with primary sources, while also requiring of myself a close examination of
each student’s response to best adapt my proceeding primary source lesson to reflect student
experiences, needs, and overall understanding. This process most clearly reflects the culmination
of these CRP-driven warm up activities that helped to shape my teaching in both the planning
stage and in the fluid context of teaching in the virtual classroom, reflecting research goals in
both my first and second research questions.
My personal teaching journal reflections provided the next best entry point in examining
my teaching practices and my adjustments in real-time, as they respond directly to what worked
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and what needed review throughout the Winter term. Beginning with Week 1 on February 1st of
our six week grading period, it was evident that my inclusion of CRP strategies would cultivate a
different learning environment from what my students had traditionally experienced in other
World History courses. For starters, I noted on our first day of class that many of my students
came with some misunderstandings as to what we could be talking about in a World History
course titled Pacific Rim: Hawaiian History. I noted “confusion, though with targeted questions
and concerns'' from my students in their introductory Quick Write activity where I asked them to
tell me anything they knew about the region, the Hawaiian Islands, or Hawaiian History in
general (Roundy, 2/1/2021). Many students indicated that day that they had anticipated learning
about Ancient Civilizations in places like Egypt, Mesopotamia, Greece, Rome, and other more
traditional starting points when examining global historical perspectives. This immediate
feedback, which will be examined more closely in the next data set discussion, provided an
immediate opportunity for me to adjust my teaching and examine how I would best introduce my
students to our more focused topic on the Pacific World through Polynesian culture and
Hawaiian History. I noted that our next activity on the following day should broadly explore the
Pacific region as originally intended, but with “added checks for inquiry provided throughout our
notes discussion” titled Pacific Rim Geography in the form of thought questions (Roundy,
2/1/2021).
When considering thought questions, I determined that I needed to draw my students’
attention sharply toward both the materials for our course and the broader concepts that we
would see throughout, including interconnectivity of place, cultural competition, religious
upheaval, political and social instability, imperialism, and other themes evident in the
experiences we learned from throughout the term. Included below is an example of this addition
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in my first notes discussion with students on February 2nd, again drawing my students into both
a deeper conversation and examination of maps connected to our region of study while also
looking ahead toward the importance of place and its influence on Polynesian culture that shapes
islands throughout the region.
Figure 3: Let’s Think Thought Question, Day 3 Unit 1 Lesson Plan, 2/4/2021

This adjustment provided an opportunity for me to introduce ideas and expand our conversations
toward culturally relevant and responsive ideas that bridge this notion of interconnectedness
which was further illustrated by oral histories and traditional chants we reflected on in our
collaborative Jamboard activity at the end of Week 1 on February 5th.
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Another example of this style of thought question that I introduced after reflecting on
these early lessons sought to have my students move beyond merely thinking more deeply about
a situation, concept, idea, or event and rather begin to anticipate the possibilities and casualties
around key issues that they would need to contend with over the course of multiple units. Below
is an example of this modified thought question with a new guiding title that I felt could help
expand this tool for me to use in notes discussions while also reorienting my students focus and
inquiry on both the content at hand and the direction they sensed we were going.

Figure 4: Anticipation Thought Question, Day 1 Unit 3 Lesson Plan, 3/1/2021
While fundamentally the same in format and structure, this second example demonstrates my
efforts to apply multiple instructional strategies to engage students, provoke inquiry, and drive
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student inquiry toward CRP-driven content and learning strategies in different units. Again, this
adjustment was influenced by my earliest observations of student understanding, learning
interests, and written responses during that first week of the term and much of the first unit.
Shifting focus to Unit 2 beginning in Week 3 of the term, my journal reflections note my
general observations on student outcomes throughout our first unit while preparing for increased
complexity in source materials, concepts, and issues covered over the next unit. Unit 1 ended
with remarkably strong results on both individual reading assignments and the unit quiz at the
end of Week 2, though these initial positive results would grow increasingly difficult for students
to replicate over the course of the grading period. Recognizable limitations will be covered in the
next chapter concerning these results, but for the purposes of data set 1, it is important to revisit
my journal reflections during Unit 2 as they begin to reckon with possible adjustments to both
my own understanding of CRP in the classroom and my delivery of key instructional strategies. I
noted some anticipatory concerns I had given Unit 2’s original focus on “Eurocentric
perspectives” with two journal readings from Captain Cook and his crew remarking on their
arrival to the Hawaiian Islands (Roundy, 2/17/2021 and 2/8/2021). While this focus was
appropriate given the previous scale that my cooperating teacher approached the topic with, my
focus was significantly narrowed and thus needed to weed out the more Eurocentric elements to
make adequate space for other perspectives that actively participated and shaped the events
concerning Cook’s arrival and eventual death on the islands. Alongside the incorporation of
more indigenous perspectives from this period and immediately following the consequential
aftermath of this contact, I developed new writing prompts to help my students “identify cultural
bias evident in Cook’s accounts of the islands” to help illustrate disciplinary reading strategies
and make meaningful connections on recognizable prejudices my students could relate to and
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critically analyze (Roundy, 2/19/2021 and 2/22/2021). I noted that these efforts to provide
multiple perspectives developed notable challenges for myself as I sought to adapt my teaching
to my students’ needs and responses.
One adaptation that I found to be most effective in illustrating the concepts and cultural
differences between historical perspectives during European contact with the Hawaiian people
was the inclusion of images in a collaborative Jamboard activity that accompanied the primary
readings mentioned above. This medium has become increasingly popular in our virtual learning
environment over the past school year, so I took considerable time and effort utilizing this tool in
my own class to improve my delivery of CRP-driven content and better engage with my students
at their various levels of understanding and inquiry. Included below is an example image that I
took from the original curriculum and incorporated into the Jamboard to allow my students time
for discussion and reflection on potential differences and biases present in primary sources, both
visual and text.
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Figure 5: Jamboard Image Example, Day 4 Unit 1 Lesson Plan, 2/5/2021

In this image, I included a discussion prompt asking my students to consider the people depicted
throughout the image and asked them details they noticed between different groups (Roundy,
2/18/2021, Jamboard Lesson materials). Through this question, I sought to draw my students
attention to the ways in which outside perspectives portrayed this encounter, comparing these
visual depictions with the journal entries we read and the oral histories we listened to from elders
within the indigenous community. I hoped this adaptation would provide my students with CRPinfluenced content to contend with and unpack European perspectives that often define our
understanding of the past. A notable benefit of this visually influenced discussion was in student
understanding going into our primary readings on the event, as previewed earlier in this section. I
noted how my students readily made connections to written descriptions of native Hawaiians
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made by James Cook and his crew with the visual examples we discussed in this Anticipatory
Jamboard Discussion, with a particular emphasis on “the tendency of European sources to
describe and draw natives as primitive or wild” (Roundy, 2/19/2021 and 2/22/2021).
With the successes of this visual collaborative discussion, I noted moving into Week 4
that my students were recognizing key elements of cultural differentiation and conflict between
various foreigners setting their sights on the islands and the native people who sought to present
a unified front following this difficult initial encounter. Alongside this, however, I noted a drop
in consistent attendance that began to impact our ability to collectively learn and discuss content
moving forward. I made note of this particular development in my lesson plan reflections on Unit
3 beginning in Week 5, some of which I will include below for reference.
Figure 6: Day 1, Unit 3 Lesson Plan Reflection 3/2/2021

Reflection:
Did all the students meet the learning target? How do you know?
While I had clear responses during thought questions in our class notes and several discussion board posts
following the notes, it was clear that about ⅓ of my students present during the lesson were relatively
unresponsive throughout. While this is not uncommon during distance learning, it presents a difficult barrier in
confirming what my students know or what they continue to struggle with throughout the lesson. Those students
who did respond in both the notes and the discussion board provided clear reflections on both the material
discussed in this lesson along with connections made to previous issues discussed at the end of unit 2.

Reflection:
2. Describe any changes you made as you were teaching the lesson.
Given the limited responses on the discussion board, I amended the requirements for students to respond to each
other’s posts simply due to the lack of available responses for each student. It felt unnatural and forced so I felt it
would be better to eliminate this requirement and encourage individual responses without strings attached.
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Reflection:
3. What would you change about this lesson plan before you teach it again? Pay attention to situations where
students either did not learn or already knew.
One thing I would like to add to this lesson before teaching it again would involve utilizing more multimedia
elements to help break the text monopoly that has dominated our lessons up to this point. I found, after the fact,
some helpful videos that summarize much of what we examine in more detail in the notes, so perhaps adding a
video warmup/writeup could help provide students with increased exposure to the material while also allowing
them to connect information from earlier lessons.

Reflection:
4. How did the results of this lesson influence the way that you will teach in the future?
Following this lesson, I added primary source perspectives on the next discussion for lesson 2, hoping that the
introduction of multimedia alongside our readings/notes could provide refreshing new takes for my students to
engage with.

Figure 7: Day 2, Unit 3 Lesson Plan Reflection 3/3/2021

Reflection:
Did all the students meet the learning target? How do you know?
Not all students were able to meet the learning target for this lesson, as only ⅔ of the students present provided
responses in both their reading activity and on the video in the private chat. Those who did take the time to
respond noted how the perspectives on our topic for the day clearly reflected different experiences to the events in
question, whether they be synthesizing the material in our secondary text reading or whether they are retelling the
moment through cultural memory as in our video at the end of the day.
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Reflection:
2. Describe any changes you made as you were teaching the lesson.
Due to time constraints, I took more of a lead role in the back half of our reading and limited our discussion on the
video at the end of class. While students still commented in the chat, which I appreciated, I did not provide clear
structure or adequate time for further discussion because of time constraints that I had not anticipated in my
original plan.

Reflection:
3. What would you change about this lesson plan before you teach it again? Pay attention to situations where
students either did not learn or already knew.
I would prioritize time for more students to engage during the read-aloud, especially since the two volunteers that I
did have during the first part of the reading helped to ease overall class anxiety when dealing with the text. I would
also shift the video to our check in during the next lesson to help provide more time for meaningful discussion on
that oral history primary source that complemented the reading we did during this lesson.

Reflection:
4. How did the results of this lesson influence the way that you will teach in the future?
The success with my student reader volunteers helped to relax my own uncertainties and anxieties over asking
students to engage with the text in future lessons. I intend to encourage this style of collective read-alouds in other
lessons during this unit because of how helpful this practice was here.

Though I do not make specific reference in the reflection questions on this point, I want to note
here that for both days to start this final unit, I had 50% or less in total attendance, while those
who did attend had mixed levels of participation and engagement. With these two compounding
developments, I noticed a change in my daily instructional strategies and practices shifting away
from the collaborative, CRP-driven style that helped our first two units flourish. Instead, I began
to take on greater responsibilities and lead roles on each reading section or discussion activity,
eliminating time and opportunities for my students to contribute more meaningful responses and
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ideas. This shift was not only noticed in my own teaching reflections, but also in my students’
feedback near the end of the term, which I will touch on in the next data set, with a particular
focus on informal student feedback during daily and weekly check-ins.
Data Set 2: Student Formative and Summative Feedback
The second data set informing my reflective study focuses directly on student responses
in two primary formats: informal verbal and written feedback during class activities and student
work samples throughout the Winter term. Informal submissions were recorded in my teaching
journal in a separate section from my teaching reflections, so this will be cited in a similar
fashion to those personal observations, whereas student work samples will be provided in
multiple formats---either in screenshot images or in segments take from larger assessments and
reformatted---with context provided with each sample. Again, this set is defined less by
quantitative analysis and more so by the qualitative responses and connections made by students
throughout the focus term utilized for this personal, reflective research project.
Starting with student responses, these ranged from week to week given the varied nature
of attendance in virtual comprehensive distance learning environments during this past school
year. I elicited responses during multiple stages of each lesson, both within specific class
activities and more loosely throughout the day through informal check ins. For Week 1, notable
student responses were taken in our Day 1 Quick Write Activity, which asked students to detail
what they knew about Hawaiian History, why they might not know much about it, and what they
might like to learn about over the course of the term. Included below are student examples that
help illustrate early conceptions of our course topic that provided me with ample material to
begin revising and adapting my following teaching strategies to meet student interests and
previous knowledge.
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Figure 8: Quick Write, 2/2/2021, Student Work Example 1
Quick Write: What do you know?

Writing Prompt: What do you know about Hawaii and Hawaiian History? If you do not know anything, why might
you not know about this topic? Lastly, what would you like to learn about in this class? (Write your response below)

I know nothing about hawaiian history except for the annexation of it by white Americans when America was still
relatively a new country. I think it’s not touched upon often due to it being so far away from the rest of the states. In
this class i would like to learn about how the islands were before americans arrived and claimed it as their own

Figure 9: Quick Write, 2/2/2021, Student Work Example 2
Quick Write: What do you know?

Writing Prompt: What do you know about Hawaii and Hawaiian History? If you do not know anything, why
might you not know about this topic? Lastly, what would you like to learn about in this class? (Write your response
below)
Being from there, I know a lot of the main history and the legends. I’m not gonna be picky about specific
subjects I want to learn about.

Figure 10: Quick Write, 2/2/2021, Student Work Example 3
Quick Write: What do you know?

Writing Prompt: What do you know about Hawaii and Hawaiian History? If you do not know anything, why might
you not know about this topic? Lastly, what would you like to learn about in this class? (Write your response below)

I know Hawaii is very beautiful but can be very scary with their tsunami. I don't know much about them but I think
it would be cool to learn about their climate changes and plants that grow there.
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These three examples represent a range of student responses with varying levels of
understanding our course topic. Example 1 represents a more common response, in which
students like this individual express a typical background understanding of the islands through an
American historical perspective, one that is steeped in Eurocentric culture and understanding. I
provide Example 2 as a clear contrasting example to Example 1, as this individual provided a
particular wealth of experiential knowledge that I intended my own planning and instruction to
reflect and build upon as I developed this course with CRP in mind. My third and final example
for this Week 1 activity represents a subgroup of students with IEPs that I continued to monitor
throughout my teaching, as many of the activities included throughout this data set were
structured and adapted with learning supports and best practices centered on these students.
While this student feedback represents general understanding before introducing CRP strategies
in later lessons, it is critical to include since these responses helped guide my preparation of
following lessons and activities to help incorporate student perspectives, interests, and existing
knowledge within my CRP-driven instructional framework.
From Week 1, we worked through our first learning unit, which included multiple
reading and discussion-driven activities that began to introduce CRP-shaped content, like our
expanded reading into Early Hawaiian Culture and Society midway through Week 2. In this
chapter I will focus on informal student responses during our discussions both in audio and
Zoom chat to illustrate where student feedback helped to guide my instruction and build on our
collective understanding of the content. Specifically, in the context of this activity, one student’s
feedback provided a critical element of experiential knowledge for their peers and myself to
listen and learn from, much in the same manner as we attempted to learn from indigenous
perspectives each week throughout the term. The student in question identifies as indigenous
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Hawaiian, though their family has found home on the mainland due to increased gentrification
efforts of foreign-born island dwellers over the years. The context of their response is provided
below, to include the reading section and corresponding questions that helped to elicit this
response.
Figure 11: Early Hawaiian Culture, 2/9/2021, Student Work Sample
Hawaiian Gods
Hawaii’s early polynesian settlers brought their pantheons of various gods with them, much like the plants, animals,
and other cultural necessities they carried on their canoes. The four major gods were Kane, the most important in
traditional Polynesian culture, the provider of sunlight and water, the creator of heaven and earth; Ku, the god of
war; Lono, god of peace, agriculture, and fertility; and Kanaloa, god of the ocean. A major god significant to ancient
Hawaiian culture after settlement was Pele, goddess of volcanoes also known as Pelehonuamea (She who shapes the
sacred land). Hawaiian legend notes how Pele was cast into exile by her father Kane for her incredible temper, and
thus set sail from Tahiti on a canoe provided by her brother, Kamohoali’i, king of sharks. Pele was pursued
relentlessly by her sister, Namakaokaha’i, a water goddess, across the ocean and from island to island after her
initial landing in Kauai. Pele’s journeys from each of the Hawaiian islands during this struggle has been noted to
correspond with each island's volcanic creation, ending with Pele’s spirit resting in Halemaumau crater on the big
island. Pele’s journey and struggle is credited as the mythical origins of the Hawaiian islands. In addition, there were
many minor gods and goddesses.

1.) Who are the main four gods of the Polynesian pantheon? What are they the gods of, specifically?

Ku: god of war, Kane: creator of heaven and earth, Lono: god of peace, and Kanaloa: god of the ocean.

2.) Why is Pele so important for the Hawaiian people?
(This isn’t from the article but learned growing up). But Pele is one of the main people we respect because she
is the most powerful and scary. A lot of people like to warn tourists not to take rocks because rocks on any of
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the islands are Peles babies and if you take it away from her, you will be cursed. There are a couple of people
that had bad luck after taking a rock from Hawai’i.

The work sample above provides textual evidence of this student’s response that was then
expanded on in our informal chat during this activity. Of particular note is their response to
question 2, as they elected to respond to the prompt not using textual evidence but instead
drawing on their cultural knowledge to both answer the question and inform the class’s
understanding of the content. They offered to explain their response further during our live class
session, sharing with the class that the cultural and spiritual deference given to Pele in
indigenous Hawaiian traditions extends beyond rocks to include other forms of earth like sand,
dust, and other minerals found throughout the islands. This student noted that “anyone who takes
stuff like this from the island will be cursed,” an intriguing detail for their peers and myself to
consider that would have otherwise been unknown outside of the context of that lesson (Student
Response, audio/microphone, 2/9/2021). Even though this is a focused, singular point of
response from a unique student perspective, it represented the connection between student formal
and informal responses that helped to inform my teaching and adjust my approach as we shifted
to more complex tasks and primary perspectives in Week 3 and Week 4.
Shifting focus from Week 1 and 2 assessments and responses, it is important to provide
student work samples on our first activity utilizing traditional written primary sources. In our
Arrival at the Hawaiian Islands reading discussion activity, I tasked students with collectively
reading and analyzing a selection of primary source perspectives from Captain Cook’s Journal
and writings from other members of his crew. As mentioned earlier in this section, this reading
activity was a staple of the more traditional curriculum utilized by my mentor teacher when they
taught this course in person, though I took initiatives to develop a new reflective question at the
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end of the reading and also instructed my students to highlight segments of the reading as we
read through together. Below are select student responses from this activity that help to illustrate
a range of responses and approaches to the question prompt that I designed with CRP and
cultural differentiation in mind.
Figure 12: Arrival at the Hawaiian Islands, 2/19/2021, Student Work Example 1
THINK: What are some assumptions you notice being made by Cook and his fellow sailors as they arrive in
the Hawaiian Islands? (responses need to include one specific example from the reading stated in 1-2
sentences: social relations were structured primarily by property rights and leads to error.

Figure 13: Arrival at the Hawaiian Islands, 2/19/2021, Student Work Example 2
THINK: What are some assumptions you notice being made by Cook and his fellow sailors as they arrive in
the Hawaiian Islands? (responses need to include one specific example from the reading stated in 1-2
sentences). he called them ¨Indians¨ they treated and expected the hawaiians to be really simple and stupid.
A lot of the hawaiin culutre and ways surprised the sailers.

Figure 14: Arrival at the Hawaiian Islands, 2/19/2021, Student Work Example 3
THINK: What are some assumptions you notice being made by Cook and his fellow sailors as they arrive in the
Hawaiian Islands? (responses need to include one specific example from the reading stated in 1-2 sentences). They
assume that they are dumb. "were exceedingly curious and very desirous of handling and examining whatever came
in their way. “

Each example above represents a range of responses and readiness levels among my
students, with a particular scaling of response that illustrates student comprehension,
understanding, and comfort with primary source materials. As a side note, the choice of bolding
or not was taken by students in each of their personal copies of the assignment, which will

Voices from the Islands

71

account for the range of formatting in each example. Example 1 represents not just one
individual student’s struggle, but a common theme I found in this assignment with roughly a
third of my students answering with fragmented or incomplete responses with no textual
evidence used or referenced in their responses. Example 2 illustrates a more expanded response
with some textual evidence, loosely cited and used to help contextualize this student’s response.
This was the most common form of response, with roughly half of my students incorporating
some minimal detail from the reading. Example 3 coupled strengths and weaknesses from 1 and
2, with expanded textual evidence but limited personal analysis and explanation to accompany
said evidence. In each example, it was clear that while my students could recognize key details
and connect them with broader concepts of cultural bias and differentiation, their analysis and
delivery ranged considerably, which could have been indicative of the open-ended nature of the
question prompt. Given this range of feedback, I endeavored to refine my questioning in our
second primary reading activity on the Death of Captain Cook, focusing my students attention on
their individual analysis of the perspectives and biases that shaped accounts of these fateful
interactions.
Following our reading on the arrival of Cook and his crew to the islands, our next lesson
provides firsthand accounts for students to read and analyze the events surrounding Cook’s
death. In this activity, I shifted my question prompt away from explicitly asking students for
evidence from the text and instead centering their responses on developing positions and
conclusions with expanded individual analysis. This was lacking from my students’ responses in
the previous activity and seeing as student knowledge and experiences are critical in CRP
instructional and learning strategies, I wanted to draw this out by adapting this second primary
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reading activity to reflect that initial feedback. Included below are two examples from this
activity that illustrate both positive and negative results from this change in approach.
Figure 15: Death of Captain Cook, 2/22/2021, Student Work Example 1
THINK: How does this account present the situation and circumstances that led to Cook’s death? (think closely
about who is presented as the aggressor in this encounter; responses must be 2-3 sentences) It makes it seem super
serious almost like its exaggerated to make him look better or more heroic. Its a one sided story but it doesnt mean
thats not how he died. The indians as cook called them are said to be the aggressors but hte way i see it the sailors
are the one on their isle.

Figure 16: Death of Captain Cook, 2/22/2021, Student Work Example 2
THINK: How does this account present the situation and circumstances that led to Cook’s death? (think closely
about who is presented as the aggressor in this encounter; responses must be 2-3 sentences)
Cook died on a beach and was killed by hawaiians because they thought he was someone else and he went with it
and he got stabbed in the neck and somewhere else after they found out it wasn't who the hawaiians thought it was.

From responses like the examples above, two patterns emerged that represented both positive steps and
areas for possible growth moving forward. Both responses seek to place more of their own voice and
reasoning at the center of their explanations, while also alluding to key details in both the reading and
our previous activities leading up to both primary readings. Clearly, the question prompt revision
helped to encourage this style of response, though it clearly all but eliminated the possibility of textual
evidence appearing to support students’ expanded explanations. These examples illustrate the challenge
in balancing student-centered inquiry in the context of CRP instructional strategies while also
encouraging the exploration of varied historical sources in their cultural and historic context. Following
this activity in Week 4, I wanted to expand my efforts in drawing on student feedback outside of our
graded activities to assess student learning without the added pressure of a grade attached to their input
or the need to provide specific evidence to support their understanding.
The implementation of more frequent informal check-ins helped to build a clearer sense of how
my students responded to various CRP strategies and activities in later lessons throughout the term
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without centering their experience exclusively on graded work. The first of these check-ins was
conducted at the end of Week 4, followed by another midway through Week 5. The first check in
question focused on asking students what specifically went well for them during our primary reading
activities and how these activities could be improved on in future lessons dealing with primary sources.
One of the most common responses among my students on this first check in question was that while
the experience was positive overall, they wanted “more context” or background information on the
source itself and more comparison with “different perspectives on the same or similar events” (Student
Informal Feedback, 2/25/2021). I found this surprising given the challenges alternative perspectives
had presented in our earlier activities during Week 1---a fact discussed in greater detail in Chapter 5.
Still, I was encouraged to see my students embrace contending with multiple historic perspectives as I
had planned to utilize indigenous perspectives during the next two lessons following these reading
activities, including one oral history video discussion board centered on the founding of the kingdom
and the origins of the great unifier, King Kamehameha I. My students also provided me with particular
insights on how my teaching had shifted in our final three week unit, with comments directed at both
how I could support them better and how they could help contribute more during our reading and
discussion activities.
During that second informal check in midway through Week 5, I asked students to consider
how I could specifically support them in future activities, how my teaching has helped or hindered their
understanding during certain activities, and what they expect of themselves moving forward in our final
two weeks of the term. I wanted to make these questions both specific enough to elicit tangible
responses while also remaining open-ended to allow flexible feedback. My students responded with
specific points for growth that I had not anticipated. As mentioned earlier during my discussion on my
lesson plan reflections at the end of data set 1, my teaching had taken a particular top-down approach
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due to what I perceived as time constraints and other obstacles like student attendance and overall
engagement. As I took more responsibility throughout each lesson to get my students to particular
points in our content, my students took note of their rapidly diminishing opportunities to engage and
contend with our materials. Notably, two students out of the six polled during this check in remarked
on how they would prefer more encouragement from me during our reading activities for student
engagement and “opportunities to lead reading sections” (Student Informal Feedback, 3/4/2021). All
six students noted that while they felt supported, they “did not see how they could contribute during
these activities due to our pacing” (Student Informal Feedback, 3/4/2021). Lastly, three students also
noted the need for more time to digest and decode our reading materials, even with the segmentation
that I had incorporated for each activity that broke down our readings into more manageable sections. It
was clear with this feedback that I had allowed timing pressures and other concerns to impact my
ability to trust and collaborate with my students in a way that both benefited their learning and kept
them involved during each lesson. These informal check-ins helped me recognize areas of growth in
my own teaching strategies that both reflected general best practices and CRP instructional strategies
that had succeeded with my students in Units 1 and 2.
Data Set 3: Professional Feedback from Mentor Teacher and University Supervisor
My final data set represents a smaller selection of more specific, targeted feedback and
correspondence from my mentor teacher and my university supervisor, both of whom observed a
variety of lessons, both formally and informally. Their feedback helped me reflect on my general
teaching strategies along with my more specific instructional choices tied to my goal of planning,
implementing, and amending CRP focused lessons throughout the Winter term. The main artifacts
presented in this section will include email correspondence, along with informal notes quoted from
formal and informal observation debriefs throughout the Winter Term. Each of these artifacts provided
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clear evidence of professional evaluations regarding my chosen instructional strategies and their overall
effectiveness in my virtual classroom over the course of the term, reflecting my final research question
goals and focus.
Some of the most immediate and pressing observations that helped to shape my teaching
reflections and adaptations I made throughout Winter term stemmed from my email conversations with
my University Supervisor, Paul Miller. My cooperating teacher, Anna Harryman, also serves as our
school’s counselor so her observations will be more prevalent in quoted feedback later in this section.
Most of the snapshots of my conversations in this format will center on submitted lesson plans and
lesson materials that I provided throughout the term for benchmark work, including my 7 to 10 day unit
and my two formal observation lessons with my supervisor. The first example included below
highlights the structure of this feedback, as well as initial patterns of elements in my planning that
needed to be addressed at the beginning of each unit during the term.
Figure 17: University Supervisor Email Feedback, Day 1 Unit 3 Lesson Plan, 2/26/2021
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While much of the feedback is shorthand, it clearly points toward important elements lacking in my
planning process that could undermine the clarity of my lessons and intended learning targets for my
students at the start of our unit. In particular, Paul’s remarks regarding my learning targets provided
important factors for me to consider when thinking about how my CRP strategies translated to tangible
outcomes for my students. Alongside this, his notes on my lack of consideration for students’
prerequisite knowledge and connections to said knowledge exposed a major whole in my CRP planning
that I sought to address in future lessons during the term and specifically in my 7 to 10 day unit which
was reviewed by Paul and Anna before the end of the term.
These foundational planning elements targeted in my early email correspondence with Paul
helped me improve the structure of my lessons, which further refined and improved my content
delivery and options for more complex materials later in the unit. For example, once I was able to iron
out the basic structure of my lesson plans from Paul’s earlier observations shown above I was provided
a clearer roadmap for developing more complex activities including my Missionary Reading Jamboard
activity from Day 4 of Unit 3. This lesson provided students with a wide selection of primary sources,
including missionaries on the islands, Kamehameha II, and former slaves turned missionaries, all of
whom exchanged ideas and cultural perspectives in the years following initial contact. By adapting my
planning to account for the fundamental elements outlined in Paul’s earlier observations, I was able to
move toward more nuanced examinations of my planning, including the example provided below
following this collaborative primary reading activity.
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Figure 18: University Supervisor Planning Feedback, Day 4 Unit 3, 3/3/2021

Again, Paul noted a key element of CRP I had overlooked even in this relevant, affirming lesson on
indigenous Hawaiian culture and its interactions with foregin missionaries. Namely, I had neglected to
consider modern connections between present issues and the historical context shaping the perspectives
we were learning from in this lesson, a connection that would have provided students expanded
opportunities to tap into their own understanding of the concepts as they related to their own lives and
cultural capital. This is a critical component of CRP, and Paul’s observation helped to recenter my
focus on ensuring future lessons incorporated such considerations for more successful and impactful
applications of CRP strategies in future lessons.
Moving from these content and planning focused observations, Paul provided me with more
targeted feedback in the next example on my instruction support for subgroups of students in my
classroom. This primarily included my students with IEPs and 504s, as much of my instructional
strategies take into account reading, comprehension, and social emotional learning support for these
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students in a holistic manner applied across the entire class. In the example below, Paul notes that my
approach tends to maintain a standard response for these needs in each lesson rather than individualized
support.
Figure 19: University Supervisor Feedback, Day 6 Unit 3, 3/9/2021

This was a departure from earlier strategies used during the first two units in the term, and thus required
reassessment and adjustments made during the final lessons of Unit 3 prior to our final assessment.
This included more personalized check-ins for these students utilizing private chat functions and
individual breakout rooms that helped to provide students with more personal, low-stakes methods of
communication to help encourage them to tap into and apply their background knowledge and cultural
capital. Alongside this, Paul also noted my shifting tendency to use leading questions that stymied
student inquiry, again limiting the effectiveness and proper implementation of CRP strategies late in the
Winter term. Taking these changes into account, I worked through my previous lessons from this final
unit with Paul’s suggestions in mind and with my lesson plan reflections as guiding posts for what
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needed amending to better reflect my goals in utilizing CRP in my classroom and adjusting these
strategies to reflect student needs---a key element of my research questions guiding the project.
The final example of Paul’s feedback included below illustrates my commitment to improving
and refining my work both in the context of my CRP-centered research goals and in outlining
appropriate support for my students. There is also an element of my limitations throughout the term
regarding student attendance, which will be covered with greater detail in Chapter 5, but it is important
to note its presence in Paul’s final email feedback and remarks as it actively shaped my adjustments
throughout my teaching process. I especially appreciate Paul’s question following his remarks on this
issue, as it provided a clear model for me to develop my own self-reflection questions when
considering elements of CRP that I successfully implemented and those that I struggled to maintain at a
consistent level throughout the term, as noted in his earlier observation emails
Figure 20: University Supervisor Feedback, 7-10 Day Unit Reflections, 3/15/2021
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Shifting focus from this email correspondence, I want to take this opportunity to incorporate my
cooperating teacher’s thoughts, comments, and general feedback following her two formal observations
over the course of the term. These were not captured in email format, so they will be included in quoted
details and observations from our collective notes during formal observation debriefs. Anna has been
teaching and working as a counselor in Greater Albany Public Schools for the past 6 years, and thus
provides a veteran’s perspective from multiple different viewpoints within educational settings. She
designed large segments of the curriculum I utilized throughout this term, providing me the flexibility
to incorporate my CRP-driven activities, content, and other elements cited throughout this research
project. Beginning with our first formal observation debrief, Anna’s immediate feedback reflected key
elements of my teaching influenced by my focus on CRP that were also noted by Paul in his earlier
emails.
Following my Day 5 Unit 2 lesson on Kamehameha I and Hawaiian Unification, Anna noted
my utilization of warm up questions in accessing students’ prior knowledge at the start of the lesson.
This element of CRP strategies was highlighted in my first data set, but Anna’s notes on it in action
helped provide me with critical feedback on how to improve this strategy and keep it relevant to both
my students and the perspectives we learned throughout the course. She noted that “while [my]
question clearly connected to our content for the day, the prompt itself seemed to guide towards a
particular answer” rather than allow students to think more personally about how they would respond
utilizing their own understanding (Cooperating Teacher Feedback, Day 5 Unit 2 2/23/2021). This is an
important observation, as it was also noted by Paul in his email correspondence with me provided in
earlier visual examples, and thus reflected a broader pattern in my teaching that limited access to
students’ cultural capital and personal, experiential knowledge as it related to our course content. I
utilized this feedback to make changes to lessons in the following unit to better reflect my focus on the
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appropriate implementation of CRP strategies in my lessons while also incorporating the expertise and
suggestions provided by Anna in her feedback on earlier lessons in the unit.
These changes were readily apparent in my Liliuokalani Biography Reading and my End of the
Monarchy lessons on Day 5 and 6 in Unit 3. Anna agreed to observe these lessons over the course of
two class days, as both were significantly intertwined given the nature of the topic and the scope of the
original lesson, which needed to be broken into two days. Anna immediately remarked on my
adjustments from her previous observations, noting how my initial warm up question “provided for
more student feedback early in the lesson that set a better tone and energy for the remainder of the day”
(Cooperating Teacher Feedback, Day 5 and 6 Unit 3, 3/5/2021 and 3/8/2021). Following this positive
shift and re-establishment of successful CRP strategies to start this two-day lesson, Anna noted that a
key area for improvement from our previous observation was better addressed in my overview of
modern connections that highlighted issues surrounding the involvement of the U.S. in the overthrow
of the Hawaiian monarchy, ultimately leading to U.S. annexation. Specifically, she remarked on how
“[I] provided students enough context to engage with and connect to current issues on sovereignty,
indigenous rights, and other contentious issues that define social studies topics but are often missing
when considering relevance to our students’ funds of knowledge” (Cooperating Teacher Feedback, Day
5 and 6 Unit 3, 3/5/2021 and 3/8/2021). Again, my return to centering my instructional strategies on
encouraging student input and accessing student experiential knowledge reflected my broader
commitment to CRP strategies embedded throughout this project and my teaching practices. My
process in addressing and improving on Anna’s comments, suggestions, and concerns also reflects this
brief yet important third data set’s connection to my third research question, putting into practice
adapting and refining my general teaching strategies in the context of this broader research project.
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Concluding Thoughts
These three data sets helped to triangulate my focus on my research questions, and revealed
various points for growth in my teaching, in both general terms and specific aspects of my use of CRP
strategies during my target term. When considering my use of CRP instructional strategies in planning,
classroom application, and student reception, these data sets helped to highlight each of these important
stages, illustrating where I did well and where I need to focus on growth and adaptation of my approach
to better suit the needs of my students. These patterns of success mixed with inconsistency in the
application of my chosen CRP teaching strategies reflected broader challenges and limitations with this
project in the context of the Winter term and the broader 2020/2021 school year. These strengths and
limitations, along with other critical implications drawn out from these data sets will be unpacked in
Chapter 5, with an eye toward underlining how I see my teaching and the strategies I utilized in this
project can be applied to more traditional educational environments in the fall.
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Chapter 5

REFLECTION ON RESEARCH AND NEXT STEPS
Implications
After examining the three data sets over the course of my time in this placement, it
became clear that my understanding of CRP and its potential impact on my students' learning and
my teaching was inherently limited. While I clearly demonstrated efforts to implement these
teaching strategies in my planning and in various activities throughout the course of Winter
Term, this implementation was narrow at best and could only reveal snapshots of possibilities for
a smaller learning environment such as the one I worked in for the majority of the past school
year. From the limited data discussed in the previous section, I could at least recognize some
clear patterns for reflection and adjustment moving forward in my future classrooms. For one, it
became increasingly clear that in incorporating CRP strategies centered on students learning
from rather than about indigenous cultures in the Hawaiian Islands, I needed to take greater
consideration into how I connected these often marginalized perspectives to the lives,
experiences, and shared communities that my students operate within outside of the classroom.
Expanding further on this initial implication, I recognized that my efforts to center our
learning on the lives and culture of indigenous Hawaiians and the subsequent hardship wrought
by foregin influence did little to connect such a difficult experience to the lived realities of my
students. For example, in discussing the role of foreign business entities in the overthrow of the
Hawaiian monarchy and the supplanting of traditional customs through foregin influence, I failed
to draw my students’ attention to similar patterns of cultural dilution and multinational expansion
of business interests that currently shape their physical and virtual world. While we often do not
have similar opportunities to connect our students’ thinking in a historical context to present
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issues, leaning on CRP strategies for teaching and learning would highlight the importance of
this approach and the necessity of including students’ experiential knowledge and understanding
outside of the classroom with our content that seeks to connect them to communities and people
across time and physical space. In my initial approach, I was preoccupied with developing a
curriculum that honored, affirmed, and learned from the communities most impacted by the
issues and events we would cover during our course. This singular focus neglected this critical
component of CRP in its practice and implementation in the classroom. This reflective study has
helped to illustrate this and provide a clear pathway forward when considering adjustments for
incorporating this more holistic CRP approach in future social studies classes. Along with this
implication from my mixed implementation of CRP in the context of my placement this past
year, I need to spend time discussing the mixed reactions from my students concerning lessons
and learning units that utilized these strategies---as noted in the previous data section---since this
input provided a considerable range of emotional and intellectual responses that may be
indicative of our demographic situation here in the Pacific Northwest.
My classroom of 10 students was predominantly white, with 2 exceptions being a student
who identified as multiethnic and another student who identified as indigenous Hawaiian. I noted
student input in the previous section unpacking my three data sets, though it bears further
discussion given the implications for my utilization of CRP in future classrooms that may
represent a significantly homogenous student population. While it must be said that the school I
worked at has experienced remarkable demographic change over the past 3 school years, it is still
largely representative of the predominantly white socio-cultural makeup of the state. My
classroom was a clear mirror of that reality, and as such, my students’ responses to the
perspectives, concepts, and ideas driven by indigenous Hawaiian culture in our class presented a
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considerable challenge to contend with. For one, as noted in the last section, some of my students
expressed open frustration with CRP-driven content and teaching strategies centered on these
marginalized perspectives, limiting their willingness to engage during class and contend with the
content I sought to provide. The surprising thing concerning these reactions was that it was from
a remarkable number of students, ranging from actual frustration and contempt to more
traditional questions of the relevance of other people’s experiences to their learning or lives. I am
not contending that the implications of this input is somehow reflective of my students, but rather
that CRP-driven techniques for teaching and learning need to be conducted with a mind toward
building bridges of understanding especially with consideration when working with student
populations who have largely homogenous cultural and social backgrounds. Given the nature of
student demographics throughout our communities here in the Pacific Northwest, this is
something that I will need to keep in mind. While our classrooms are diversifying every year,
many communities remain socially and culturally insulated from these different experiences,
making CRP a potentially greater challenge for both myself to implement and my students to
learn from.
Strengths and Limitations
When considering limitations on this action research project, two main barriers remained
formidable throughout my research window and throughout my time in this teaching placement.
These included the significantly smaller class size I worked with during the Winter term, with
roughly 10 students in total, and the virtual delivery of these lessons through Comprehensive
Distance Learning. Beginning with my smaller sample size of students to draw data from and
work with, it became apparent that data collection would remain limited in scope and thus
limited in overall implications that could be drawn from it.
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As noted throughout this project, I had 10 students in my class for the duration of the sixweek term in which I conducted the bulk of my research and reflection on my chosen teaching
strategies. This represented a significantly smaller sample size of students to draw from in
comparison to more traditional student-teaching placements at larger high schools. This smaller
class size, while ideal when considering the issues of overcrowded classrooms at other schools,
also presented considerable challenges given the nature of teaching at an alternative school.
Classes in this school consist of a range of grade levels in each class, with mine consisting of
Sophomores, Juniors, and Seniors, all of who have different academic and socioeconomic
backgrounds that make engaging and attending consistently an incredible hurdle. So, with a
baseline of 10 students, I more typically had 6 or fewer students in attendance throughout most
of the Winter term, with some exceptions during Weeks 1 through 3. This is not to place any
blame on my students. I recognize the tremendous challenges each of my students was
contending with throughout the school year and understood that school was not always the top
priority when it came to concerns outside of our virtual classroom. Still, this presented a clear
challenge to my data collection and consistency throughout the target term for this action
research project.
As for the difficulties presented by our virtual learning environment, much of this stems
from the methods in which we sought to recreate brick-and-mortar classroom learning through
online applications that struggled to adequately cultivate this throughout the school year. While I
felt a significant opportunity to amend our approach to teaching in this challenging environment,
I felt constrained by the overarching directive dictated across the state that placed a premium on
screen time over flexibility and adaptability in online learning. My students struggled with the
daily expectation of being engaged and active for 100 minute periods, three times a day. This
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was such a difficult task, that I instituted breaks after every half hour of learning, both to provide
for traditional learning support sorely lacking for our students with IEPs and 504s and also to
break up this daunting amount of expected learning time. I understand the need to provide
structure for student learning, but this strategy was clearly hindering students prior to my
targeted research term. It was also hindering staff’s ability to connect and build relationships
with students that often provide us the proper rapport and understanding for successful classroom
learning environments. On top of this complicated scheduling, there were particular elements of
live classroom sessions on Zoom that made teaching effectively in this virtual environment an
even greater challenge.
During live classes, students were given the option and the grace to keep cameras off and
to utilize the chat function if their microphones were unavailable or if they were uncomfortable
speaking aloud. While I supported this flexibility for students, I cannot deny it made teaching a
lonely experience given the attendance issues mentioned above coupled with my small class size.
I would often spend 90 minutes of our class time responding audibly to messages in the chat, but
with no direct student interaction, feedback, or other signs of life outside of brief messages in
text. This could be especially challenging on days where my lessons hinged on student
participation, such as our Jamboard discussions, lecture notes, and read-aloud activities where I
frequently engaged with students for feedback, responses, and other thoughts. I had one class day
in particular where this radio silence, coupled with minimal attendance forced an impromptu
work day, since only one student remained after 30 minutes of class. This was a slight positive,
however, since I was able to offer one-on-one support for this student and help guide them
through some missing assessments.
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With these limitations in mind, it is important to note that there were clear strengths for
this project to rely on rooted in these similar aspects of my teaching placement. The smaller class
size provided a more intimate learning environment for me to build---albeit limited in its own
right---relationships with students and provide a flexible learning environment that could meet
them where they needed it most, while the online method of delivery for my lessons also
provided me with ample opportunities to offer one-on-one support for students outside of our
live class sessions, thus bridging the gap between those who consistently engaged during normal
class hours and those who could work at more variable times throughout the week. Beginning
with that smaller class size again, it was clear that having a smaller group of students to work
with benefited my teaching style and instructional choices throughout the Winter term.
Having only 10 students to work with made adjusting to each student’s needs and
addressing specific concerns throughout the term more readily accessible for me. Rather than
having to contend with a more traditional class size of 30 or more students, I was able to offer
more personalized instructional support and more adaptive, CRP-focused content outside of the
bounds of traditional curriculum which my students had experienced at their previous schools.
This was also beneficial, to an extent, when considering my data collection over the course of the
term. Though my data sets would remain compact and limited due to my sample size of 10
students, I could better target my research goals and personal reflections on specific student
needs and patterns of learning that were more readily recognizable in a smaller learning
environment. This was more constructive for my reflection and learning purposes than more
general extrapolations I would have had to contend with in a larger student sample size. With
fewer students also came increased opportunities for one-on-one support and interactions, which
I took greatest advantage of in tutoring appointments outside of our live class sessions.
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Tutoring and office hours became a part of every teacher’s schedule in our building
during comprehensive distance learning, as it helped supplement lost instructional time for
students unable to consistently attend classes online. I often had 8 to 10 appointments scheduled
during the school week during planning periods, afternoon office hours, and through
asynchronous Wednesdays when we had no formal class times. In a typical school year, this kind
of interaction is limited and often difficult to conduct pending student buy-in and comfort
working one-on-one in a traditional brick and mortar learning environment. Online, however,
seemed to drop some barriers for students to engage with me, schedule appointments, and learn
outside of the confines of our daily Zoom class with more meaningful, long-term learning
outcomes. This strength both helped in providing me ample opportunities to respond to student
needs while also gaining valuable individual feedback and relationship building that translated to
better outcomes during class time.
Conclusion
It is clear that the lessons learned from this project will provide ample opportunities for
growth and continued application of CRP in my future teaching endeavors. By focusing on CRP
in a holistic manner, including planning, instruction, student feedback, and my personal
adaptations drawn from said feedback, this project has illustrated the possibilities and pitfalls in
my approach that I can contend with and build upon moving forward in my first year of teaching.
By conducting this project in an alternative educational setting, I have seen how these strategies
can offer support in unconventional ways that may indeed provide essential tools once I begin
teaching in a more traditional learning environment in the fall. The freedom in which I was able
to build this curriculum, apply it in the classroom, and engage with my students individually in
this alternative setting can also shed light on strategies and learning tools that could help me
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overcome obstacles in traditional classrooms that often limit our ability to adapt to student needs
and provide a safe, productive learning environment for each student. Alongside this, the lessons
learned through my practice and implementation of CRP strategies in the context of this project
provide me with clarity and understanding when considering how to incorporate and affirm my
student’s cultural capital, experiential knowledge, and the relevance of this sustaining and
responsive curriculum to their lived experiences outside of the classroom. As noted at the
beginning of this brief project, it is critical to connect with our students at this intimate level,
centering our collective learning on mutual respect, understanding, and affirmation of each
individual’s experiential knowledge and its myriad connections to marginalized voices from the
past (Freire, 1968, pp. 36-37).
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